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ABSTRACT 
 
This qualitative study explores the accommodation of learners with mild Down syndrome 
in mainstream schools from the perspective of teachers at a school in Centurion that are 
currently accommodating those learners.  Research has identified that it could be done 
with success in the Foundation phase.   More challenges are faced the further the child 
progresses through the grades.  There are very few mainstream schools that are willing 
to accommodate these learners and teachers often feel overwhelmed as they are not 
effectively trained to support these learners. 
A qualitative descriptive methodology was used in this study. A case study approach 
was used, and various interviews were conducted with the 6 participants in the 
Foundation phase at the school through semi-structured interviews.  Thematic analysis 
was used to analyse the data and to identify patterns and themes.  It was used to 
generate rich data of how learners with mild Down syndrome can be accommodate in 
mainstream schools. 
There were four central themes identified.  They were: Support from home and school; 
Resources available to the learners; Interaction with teachers, teacher assistants and 
peers; School work: Afrikaans, English and Mathematics. The research question was 
accommodation of learners with mild Down syndrome in the mainstream classroom.  I 
had to abide by a set of clear ethical guidelines that directed the search and held me 
accountable. 
Learners with mild Down syndrome can be accommodated in mainstream schools if the 
necessary support structures are in place, the child has the appropriate resources 
available, the child can interact with all the role players at school. 
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CHAPTER ONE: BACKGROUND AND OVERVIEW 
 
1.1 INTRODUCTION  
This research is part of an overall research project funded by the European Union and 
the Department of Higher Education and Training (DHET). The overall purpose of the 
Teacher and Learning Development Capacity Improvement Programme (TLDCIP) and 
specifically the Teacher Education for Special Needs Education (TESNE) research 
project is to investigate and describe how principals, school based support teams and 
teachers in primary schools monitor and implement the Screening, Identification, 
Assessment and Support (SIAS) strategy in order to determine the appropriate support 
and/or placement of learners with neuro-developmental disorders. This specific 
research will focus on learners with Down syndrome and how teachers in mainstream 
schools can be supported in different ways to accommodate learners with Down 
syndrome.  
The Constitution of South Africa states that all people should have access to equal 
education – this is therefore the framework and basis on which our Inclusive Educational 
policies were written (Constitution of the Republic of South Africa, Act No. 108 of 1996). 
Section 29 of the Bill of Rights further states that no discrimination may take place 
irrespective of ability or disability in learning. 
Learners with Down syndrome have in pre-1994 often been placed in Special Needs 
Schools to support the special assistance and care needed (Department of Education 
2001). Unfortunately, teachers did not have the necessary skills and training to assist 
these learners (Chataika, McKenzie, Swart, & Lyner-Cleophas, 2012). The South 
African education system cannot provide adequate support structures for educators who 
have to deal with learners with disabilities. (Engelbrecht, 2006; Stofile & Green, 2006). 
In addition, forty years of apartheid-education had to be changed in a very short 
timeframe.  Asmal (2001) describes in his discussion paper “Education in South Africa: 
Achievements since 1994” the challenges the Department of Education faced.  
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Some of these challenges were: 
creating a unified education system; creating a more equitable system of 
financing in a context of huge demands on our limited financial resources and 
creating a policy framework which gave concrete expression to the values that 
underpinned the post-apartheid state.  
In 2015 there were about 597 753 children with disabilities not in schools which is nearly 
double the amount of the estimated 280 000 in 2001. This statistic highlights the failure 
of the Department of Basic Education (DBE) and Government in addressing the issue 
successfully. The DBE renewed their commitment to inclusive education for learners 
with disabilities in their five-year strategic plan for 2015/16 to 2019/20 by prioritising 
Outcome 1 of Goal 26 of the National Development Plan (NDP). This outcome is to 
strengthen inclusive education, but has not been formalised, or had measurable targets, 
budgets or action plans set, as of July 2017 (Watermeyer et al., 2017). The TESNE 
project funded by the DHET and the European Union is an attempt to support teachers 
to accommodate learners with disabilities in the classroom. 
1.2 RATIONALE FOR THE STUDY 
A study done by Lorenz (1999) in the UK shows that learners with Down syndrome can 
successfully be integrated in mainstream schools. This study consisted of gathering data 
from over 400 families whose children were in mainstream schools. The study showed 
that learners with Down syndrome can adapt socially and academically in mainstream 
schools.  It was successful where the school was positive and willing to accommodate 
the learners and where a learning support assistant was present for 20-27 hours per 
week for the children. 
Research done in the greater St Louis area (Down syndrome Association of Greater St 
Louis, 2011) has also provided evidence that by doing a couple of things differently in a 
classroom, can go a long way in addressing the needs of the learner with Down 
syndrome in the class. The Standing Conference on Teacher Education North and 
South (SCoTENS, 2008) also promoted inclusive education and provided valuable 
guidelines in accommodating learners with Down syndrome in the classroom. 
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Internationally many guides are available to assist teachers, schools, support teams and 
parents in accommodating learners with Down syndrome in the inclusive mainstream 
classroom such as the guide developed by Te Kete Purangi in New Zealand (Guide to 
Down syndrome and learning, n.d.). The guide provides practical support to all the 
relevant role players in the child’s life. The Down syndrome Association of the UK also 
provides support with a Primary and Secondary pack which can be used for the learners. 
This support is then focused primarily on the new parent and how their child can be 
assisted by the schools. International societies and associations are a lot more open to 
address the inclusion of learners with Down syndrome in the mainstream classroom and 
have therefore put a lot of resources in place to assist all the relevant parties in the 
process. What Edwards and Da Fonte (2012) say is that even though the main focus 
will be on the child, the parents should not be forgotten as a valuable resource as they 
know the child best and a lot can be gained by speaking to the parents. 
I argue that teachers and other stakeholders require additional competence and more 
specialised skills to identify, assess and support this specific group of learners. These 
specialised skills include the development of an individualised learning support plan, 
curriculum differentiation and adapted classroom practice. All stakeholders should also 
take into consideration poverty, illiteracy, socio-economic disadvantages, and socio-
cultural understandings when working with these learners.  
1.3 PROBLEM STATEMENT 
The Department of Basic Education believes that the SIAS strategy is an integral part 
of how inclusion is envisaged as it is the document that is used to screen, identify, and 
support learners with disabilities. There appears to be limited education in pre-service 
teaching qualifications to support learners with disabilities, including Down syndrome, in 
South Africa. It also appears that teachers are not able to implement the SIAS strategy 
adequately. In addition, there also seems not to be sufficient understanding of how to 
work collaboratively with multi-disciplinary teams, with parents to develop home 
programmes and with professionals to support these learners. This research project 
could provide knowledge and understanding of how to work with learners with Down 
syndrome in the school community. 
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Down syndrome is defined as:  
a congenital condition characterized especially by developmental delays, 
usually mild to moderate impairment in cognitive functioning, short stature, 
upward slanting eyes, a flattened nasal bridge, broad hands with short fingers, 
decreased muscle tone, and by trisomy of the human chromosome numbered 
21 — called also trisomy 21. (Merriam Webster, n.d.) 
Learners with Down syndrome typically present with certain physical characteristics 
such as: “almond-shaped eyes that slant upwards; a small nose with a flat, broad bridge 
as well as tiny folds of skin covering the inner corners of the eyes; and sometimes there 
is also a protruding tongue” (Kemp, 2011, p. 18). Intellectual impairment can vary from 
mild to severe and is a condition where a person has limitations in terms of intellectual 
functioning – self-care and communication are examples. Intellectually impaired children 
usually have delayed milestone developments as they crawl, walk and talk later than the 
average child (Layton, 2004, p. 1). 
Down syndrome South Africa provides guidelines as to how learners with Down 
syndrome can be accommodated in mainstream schools and in certain schools this has 
happened with great success (www.downsyndrome.org.za). As a result, parents are 
looking at placing their children in mainstream schools.  They especially want to do so 
where their child is not as severely intellectually impaired.  
Down syndrome Inclusive Education Foundation NPC launched an Early Impact pilot 
programme in the Western Cape in 2011. In 2013 this inclusive educational programme 
included eight children in the range of three to six-year-old children. This programme 
was also adopted by a pre-school in Paarl in 2016. The programme was developed by 
Marc Koebler of the Institute with input from organisations in Germany, the Netherlands 
and the United Kingdom and funding provided by the European Union. The Early Impact 
programme provides an Individual Education Plan for each learner which set goals for 
the child in terms of social, motor skill development, behaviour, and communication. 
These targets can then be assessed accordingly by the child’s parents and teachers. 
Support staff such as speech therapists, occupational therapists and physiotherapists 
are also involved. This Independent Education Plan (IEP) is also based on research 
which shows that it is most effective when the child spends 30% of his/her time on the 
IEP and the rest of the time playing in the inclusive classroom.  
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My personal interest in this study is that my cousin has a little boy who turned six in June 
2017. He has been diagnosed with Down syndrome. This condition was not picked up 
while the mother was pregnant, and they only realised that there could be something 
wrong when he was a day old.  It was a huge shock to the parents to find out that their 
child presented with Down syndrome. In terms of physical developmental milestones, 
he was about two to three months behind his normal peers which meant that he 
presented with mild Down syndrome. Layton (2004) has developed a developmental 
scale for young children with Down syndrome which parents can use to see where their 
child is in terms of physical, mental and language development. If I looked at the 
comparison between developing children and children with Down syndrome, then this 
little boy could do some of the things developing children do and was ‘behind’ in a few 
other. 
He attended a mainstream pre-primary school, but no mainstream school was willing to 
accept him in their school for 2018. The Gauteng Department of Education has a list of 
Special Needs schools (List of Disability Schools Gauteng, n.d.) but they all have waiting 
lists which means that the parents needed to look at private institutions for their son.  
They did not want to place him in a Special Needs school as they believed that he could 
function in a mainstream school. In August 2017 they decided to move to Dubai where 
he was placed in an International mainstream school with the necessary support.  He is 
currently in the equivalent of Grade 1 and doing extraordinarily well. 
This vignette provides evidence that there is a need for more research in Gauteng to 
determine whether learners with Down syndrome can be accommodated in mainstream 
classrooms and whether sufficient support and resources can be provided to teachers 
to assist them in teaching learners with Down syndrome. 
1.4 STATEMENT OF PURPOSE  
The purpose of this study was then to determine how teachers can accommodate 
learners with Down syndrome in the mainstream classroom and to make 
recommendations to school-based support teams and teachers to assist them in 
teaching learners with Down syndrome.  
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1.5 RESEARCH QUESTIONS 
• How can teachers accommodate learners with mild Down syndrome in the 
mainstream classroom?  
• What recommendations can be made to school-based support teams and 
teachers to assist them in supporting learners with Down syndrome in the 
mainstream classroom? 
1.6 PARADIGMATIC PERSPECTIVE  
Merriam Webster Dictionary defines a paradigm as: “a philosophical and theoretical 
framework of a scientific school or discipline within which theories, laws and 
generalisations and the experiments performed in support of them are formulated and 
Kuhn’s original concept of paradigm” (Merriam Webster, n.d.). 
The paradigm I held guided me as a researcher in terms of the philosophical 
assumptions about the research being done as well as in selecting the instruments, 
methods and participants used in the study (Denzin & Lincoln, 2011). For the reasons 
stated here, I was careful when conducting the research not to be biased towards my 
own paradigm and letting that influence the research. 
I then needed to decide which research paradigm would be used for the study. I decided 
on a qualitative paradigm based on interpretivism as this paradigm strives to understand 
how humans in everyday settings construct meaning and explain the events of their 
worlds (Creswell as cited in Fouché & Delport, 2002). It is about observing people in 
their natural environment – in this case, the school. I wanted to understand human 
experiences by interacting closely with the participants to form a clear understanding of 
how they approached these learners and gain insights as to how they addressed the 
Down syndrome learners’ needs (Chilisa & Kawulich). 
Creswell (2013) explains that constructivism and interpretivism is often interchangeable: 
In this worldview, individuals seek understanding of the world in which they live 
and work. They develop subjective meanings of their experiences…. These 
meanings are varied and multiple, leading the researcher to look for the 
complexity of views…. Often these subjective meanings are negotiated socially 
and historically. In other words, they are not simply imprinted on individuals but 
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are formed through interaction with others (hence social constructivism) and 
through historical and cultural norms that operate in individuals’ lives. (pp. 24- 
25) 
Therefore, this paradigm was most suitable to use for this research as I was drawing on 
the experiences of the participants as it was subjective and applicable to the space in 
which they live and work. 
1.7 RESEARCH METHODOLOGY 
This is a qualitative research study which means that it is focused on: “understanding 
how people interpret their experiences, how they construct their worlds, and what 
meaning they attribute to their experiences” (Merriam, 2009, p. 5). As this is a qualitative 
research, I needed to be aware of being biased and subjective as that could be to the 
detriment of the research results. 
The following competencies were desirable from me when doing qualitative research. I 
needed to be questioning with regards to my own work and life context; be a careful 
observer; ask good questions and think inductively (Merriam & Tisdell, 2016). 
Information was gathered from a variety of sources to build a theory of what was seen 
in practice and learnt in the field.  
1.7.1 Research design 
In this research, I make use of a case study. It is defined in more detail by Yin (2014,  p. 
16): 
A case study is an empirical inquiry that investigates a contemporary 
phenomenon (the ‘case’) within its real-life context, especially when the 
boundaries between phenomenon and context may not be clearly evident.  
According to (Simons, 2010, p. 3) “the primary purpose for undertaking a case study is 
to explore the particularity, the uniqueness, of the single case. Reference may be made 
to other cases, but the essential task is to understand the distinctiveness of the individual 
case”.  
Yin (2009) states that a single case consists of five rationales of which the following 
applies: firstly a ‘single case’ will determine whether the specified propositions and 
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circumstances are true or not; another rationale is that a ‘single case’ is a representation 
of a unique case. his instance, this specific school has done what few other schools 
have in accommodating learners with Down syndrome. Theory also plays a role in case 
study design and the theory that can be applied here is individual theories which falls 
under illustrative types of theories (Yin, 2009). Individual theories include theories of 
learning and disability, cognitive behaviour, and interpersonal interactions. 
The most important factor in the case study is the case – what is being researched.  
Smith (1978) and others discuss the case as being ‘bounded’.  This means that there is 
a limit to the amount of people to be interviewed, schools that can be visited and 
inferences made.  If there are no limits to the above, then it is not an ideal research 
method to be used. Case study research is not about hypothesis testing, but to gain 
insight, discovery and interpretation.  Creswell et al. (2007, p. 33) uses this definition: 
Case study research is a qualitative approach in which the investigator explores 
a bounded system (a case) or multiple bounded systems (cases) over time, 
through detailed in-depth data collection involving multiple sources of 
information (e.g. observations, interviews, audio-visual material and documents 
and reports), and reports a case description and case-based themes. 
The case is discussed in the following section. 
1.7.1.1 Sampling 
Purposive sampling will be used which is a form of nonprobability sampling. Maree and 
Pietersen (2016, p. 198) state that this method of sampling is used in “special situations 
where the sampling is done with a specific purpose in mind”.  
 
Merriam and Tisdell (2016, p. 98) argue that purposive sampling is ultimately about 
“gaining insight through investigation and understanding” and therefore the sample 
should be chosen carefully to add to this insight. Silverman (2005, p. 129) “demands 
that we think critically about the parameters of the population we are studying and 
choose our sample case carefully on this basis”. The intention is to select participants 
that would be a ‘rich’ database from which much can be learned as these participants 
have worked with learners with Down syndrome – therefore they speak from experience 
and can be a great asset in sharing their knowledge with other schools. This is a unique 
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sample as this school is unique in what they are doing. Laerskool Rooihuiskraal is a 
middle-class Primary School in Centurion. They have accommodated learners with 
Down syndrome in the past with great success and I therefore believe it will be a good 
sample for a retrospective analysis of this specific case study. 
 
 Selection of the sample will be as follows: 
• Participants will be teachers who taught the learners with Down syndrome;  
• Participants will be part of the school management team; 
• Participants will be the parents of the learners with Down syndrome who 
attended that school – I will request the contact details from the Principal to 
contact teachers and parents for interviews. 
1.7.1.2 Data collect ion strategies   
• Face-to-face interviews 
 
Patton (2015) explains: 
We interview people to find out from them those things we cannot directly 
observe. ...We cannot observe feelings, thoughts, and intentions. We cannot 
observe behaviours that took place at some previous point in time. We cannot 
observe situations that preclude the presence of an observer. We cannot 
observe how people have organized the world and the meanings they attach to 
what goes on in the world. We have to ask people questions about those things. 
The purpose of interviewing, then, is to allow us to enter into the other person’s 
perspective. (p. 426) 
In this instance, the child is no longer at the school, so I would need to rely on 
retrospective interviews.  
 
It was important for me to build rapport with the interviewees as that would form the 
basis of the trust relationship. By building this relationship I would be able to gather more 
in-depth data to assist in the research being done. I, as the interviewer would also video-
record the interviews so that they could be used later to assist in the writing up of the 
findings. I would be able to observe non-verbal clues by looking at the recordings and it 
would also assist where I might have missed information provided by the participants. 
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1.7.1.3 Data analysis and interpretation  
 Data analysis is explained by Flick (2014) as follows: 
The classification and interpretation of linguistic (or visual) material to make 
statements about implicit and explicit dimensions and structures of meaning-
making in the material and what is represented in it. (p. 5) 
Data analysis should take place simultaneously with data collection. The reason for this 
as argued by Merriam and Tisdell (2016) is if this is not done, I might experience 
problems when writing up my research. I might find that I need more information from 
the participants, or I should have asked for additional documents. If I do it 
simultaneously, I can still go back and ask for the information or ask the participants to 
clarify something I am unsure of. 
Bogden and Biklen (2011, p. 161) provide suggestions on how it should be done:  
•  “Force yourself to make decisions to narrow the study”: do not try and gather all 
the data on every aspect, rather focus on a few and delve deeply into those. 
• “Write many observer’s comments as you go” (ibid., p. 163): the more comments 
you write the more critical you will become in your thinking which will assist you 
when writing up the research. 
• “Try out ideas and themes on participants” (ibid., p. 165): by doing this you will 
gain more insight into where the study is going. 
By looking at a couple of the suggestions above, one can see that it is an ongoing 
process being reviewed constantly. I also needed to code the information gained to 
assist in the analysis of the data. Patton (2015) then makes the following distinction: 
“The case record pulls together and organizes the voluminous case data into a 
comprehensive, primary resource package. The case record includes all the major 
information that will be used in doing the case analysis and case study. Information is 
edited, redundancies are sorted out, parts are fitted together, and the case record is 
organized for ready access either chronologically and/or topically. The case record must 
be complete but manageable” (p. 537). This is then the end-product of the data analysis 
process. 
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1.7.1.4 Triangulat ion of the findings  
As Patton (2015) explains, “triangulation, in whatever form, increases credibility and 
quality by countering the concern (or accusation) that a study ’s findings are simply an 
artefact of a single method, a single source, or a single investigator ’s blinders” (p. 674). 
By also looking from an integrative perspective, the richness of the data comes to its 
fruition. The triangulation in this study will consist of the face-to-face interviews with the 
different participants and the document reviews. 
1.8 ROLE OF THE RESEARCHER 
With this being a qualitative study, I will be fully immersed in the process and play a 
participative role in that I will also be the interviewer.  
1.8.1 Quality criteria 
1.8.1.1 Trustworthiness  
Lincoln and Guba (as cited in Johnson & Turner, 2003) refer to trustworthiness as the 
way in which the person asking the questions, is able to convince the participants that 
the findings in the study that the research will be of high quality and is worth taking note 
of. As a researcher who will be closely involved in the research process, I needed to 
continuously be aware of my biases and to discuss this with my supervisor. The 
trustworthiness of this process would all depend on my credibility as a researcher 
(Merriam & Tisdell, 2016). 
I will discuss the findings with the participants to make sure the information provided is 
correct and confirm whether that is what they want written into the report. This is then 
how I will ensure credibility. 
Triangulation of data will be used for a complete understanding of the problem statement 
and for that I will use the face-to-face interviews and document reviews. Another reason 
for doing this is that I can verify the data I collected thus assuring validity thereof. 
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1.8.2 Ethical considerations 
An application for ethical approval was sent to the Ethics Committee of the Faculty of 
Education. This committee is registered with the Human Sciences Research Council. 
The application was then submitted to the Department of Basic Education for approval 
of the research project. The participants will receive the approved ethics documents and 
sign the relevant consent forms to be involved in this project. There will not be any 
interviews with the learners with Down syndrome. 
 
Silverman (2010, p. 155) advises that “research staff and subjects must be informed 
fully about the purpose, methods and intended possible uses of the research, what their 
participation in the research entails and what risks, if any, are involved”.  
 
1.8.2.1 Informed consent and voluntary part icipation  
The participants will be requested to sign a letter of consent as well as providing consent 
for video and/or audio recordings of the interviews. This letter will inform the participants 
on the nature of the research and what will be required of them. This will ensure that I 
capture the data received correctly and honestly without any bias. The names of the 
participants will be omitted, and they will be informed that they may leave the study at 
any stage if they want to, therefore no coercion will take place. 
1.8.2.2 Privacy, confidentiality and anonymity  
I have to respect the anonymity of the participants and keep the information provided 
confidential (Silverman, 2010). The participants will be informed again that they may 
leave the study at any time. The responses of the participants will be kept confidential 
and the results will be presented in an anonymous manner.  I will also destroy any 
recordings after the research has been submitted. 
1.9 POSSIBLE CONTRIBUTIONS OF THE STUDY 
The proposed research project can contribute to the development of adequately trained 
teachers who can identify, assess and support neuro-developmental disorders and in 
particular learners with Down syndrome in a mainstream school setting. There is a 
sparsity of Special Needs schools in the country and not all of them can accommodate 
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learners with Down syndrome.  If support and resources can be provided to mainstream 
schools, it can alleviate the pressure on Special Needs schools to accommodate 
learners with Down syndrome. Teachers daily have a very full work schedule and 
through this project it is hoped they can be assisted to make their task easier. The 
purpose of this research was not to burden the teacher with more work, but to provide 
enough support to the teacher so that they do not feel overwhelmed when working with 
a learner who has Down syndrome. This will also assist the partnership between 
teachers, learners, parents and support teams in determining what the individual support 
plan for each specific child should be. 
The SIAS document as drafted by the Basic Department of Education states in its 
Abbreviations (7) that Individual Support Action plans should be developed by the 
teacher in conjunction with the parents and the school support team. This refers back to 
the study that was done in England by Lorenz (1999) where these support plans were 
instrumental in supporting learners with Down syndrome as well as the teachers. The 
study showed that where this was not done, and the school did not ‘buy’ into the 
programme, the children were the ones who were disadvantaged. 
1.10 POSSIBLE CHALLENGES OF THE STUDY 
Possible challenges could be that the participants might not be able to see me during 
the scheduled times as they might have other responsibilities that they need to attend 
to at that stage. The parents might also have moved, which means it would not be easy 
to meet and physically interview them, so alternative ways would need to be explored. 
1.11 PROPOSED LAYOUT OF THE STUDY 
Chapter One provided a general overview of the study including an introduction and 
rationale. It also consisted of the research problem; research questions; research 
paradigm; and contributions of the research. 
Chapter Two will contain a detailed literature review discussing Down syndrome, 
inclusive education and that the two can be interwoven. 
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Chapter Three will present the findings that will be analysed using the data analysis 
methods discussed in Chapter One. The findings will also be discussed. 
Chapter Four will be the conclusion of the study where the limitations that the study 
posed will be explored and recommendations will be made as to how the findings could 
be implemented. 
1.12 CONCEPT CLARIFICATION 
Support: “to say that you agree with an idea, group or person, and usually to help them 
because you want them to succeed” (www.ldoceonline.com/dictionary/support). 
For the purpose of this study this meaning of support will be used as per classification 
this study aims to support learners with Down syndrome to succeed in mainstream 
schools. 
Mainstream: “accepted by or involving most people in society” 
(www.ldoceonline.com/dictionary/support).  
In this study, the above meaning of mainstream will be used as defined above in the 
study. 
Accommodate: “to accept someone’s opinions and try to do what they want, 
especially when their opinions or needs are different from yours” 
(www.ldoceonline.com/dictionary/support). 
In this study, the above meaning of accommodate will be used as the aim of the study 
is to accommodate learners with Down syndrome in mainstream classrooms. 
1.13 CONCLUSION  
The background and problem statement has been discussed:  there is no to little support 
in mainstream schools for learners with Down syndrome and this study aims to address 
that problem. There are schools that have accommodated these learners in their schools 
with great success, thus there is no reason why this cannot be replicated elsewhere. 
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This research will show what support can be provided to mainstream schools in 
accommodating learners with Down syndrome. 
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CHAPTER TWO: LITERATURE REVIEW ON MILD DOWN 
SYNDROME IN THE CLASSROOM 
 
2.1 INTRODUCTION  
In this literature review I am going to look at how other countries accommodated learners 
with mild Down syndrome in the mainstream classroom. I will discuss the successes as 
well as the challenges faced in the various countries. 
2.2 ETIOLOGY   
The World Health Organisation (Genes and Human Disease) defines Down syndrome 
(DS) as: 
a type of mental retardation caused by extra genetic material in chromosome 
21. This can be due to a process called nondisjunction, in which genetic 
materials fail to separate during a crucial part of the formation of gametes, 
resulting in an extra chromosome (called trisomy 21). 
 
The Biology Dictionary (Biology Dictionary. Nondisjunction Definition. Retrieved 
September 16, 2018, from https://biologydictionary.net/nondisjunction/) defines 
Nondisjunction as:  “something which happens during cell division when chromosomes 
do not divide properly”. 
The DNA of cells mainly consists of chromosomes which are needed for accurate 
functioning of the cells. If those chromosomes do not split as they should, it results in 
certain cells having more chromosomes than other cells, leading to the daughter cells 
not functioning effectively. This in turn causes the cells that do not have equal 
chromosomes to function abnormally as all the chromosomes are needed for effective 
functioning. This nondisjunction occurs during Meiosis I. Meiosis I is when 
chromosomes line up next to each other to make a gamete which differs from Meiosis 
II and Mitosis. The pair of homologous chromosomes should separate, and if this does 
not happen it leads to one cell having two copies of chromosomes whereas another cell 
might have no chromosomes at all. All the somatic cells then consist of three copies of 
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chromosome 21.  It is therefore this additional chromosome which provides children with 
Down syndrome their unique characteristics. Nondisjunction usually becomes more 
prevalent with age; hence the reason why older women have a greater chance of being 
pregnant with a child with Down syndrome1. 
 
As indicated, the World Health Organisation defines Down syndrome as a type of mental 
retardation. The Diagnostic and Statistical Manual of Mental Disorders (DSM-5) defines 
an Intellectual Disability as: 
A disorder with onset during the developmental period that includes both 
intellectual and adaptive functioning deficits in conceptual, social and practical 
domains. The following three criteria must be met: 
A: Deficits in intellectual functions, such as reasoning, problem-solving, 
planning, abstract thinking, judgment, academic learning, and learning from 
experience, confirmed by both clinical assessment and individualised, 
standardised intelligence testing. 
B: Deficits in adaptive functioning that result in failure to meet developmental 
and socio-cultural standards for personal independence and social 
responsibility. Without ongoing support, the adaptive deficits limit functioning in 
one or more activities of daily life, such as communication, social participation, 
and independent living, across multiple environments, such as home, school, 
work and community. 
C: Onset of intellectual and adaptive deficits during the developmental period. 
There are various levels of severity which are defined on the basis of adaptive 
functioning, and not IQ scores, because it is adaptive functioning that 
determines the level of support required. The severity levels are:  Mild, 
Moderate, Severe, Profound. (DSM-5,2013) 
 
1 “Somatic cells, or cells of the body, divide through mitosis. From each original parent cell, two identical daughter cells are created. 
In the parent cell, each chromosome is composed of two identical sister chromatids. During the anaphase stage, these chromatids 
normally separate, and one chromatid goes into each daughter cell. However, when nondisjunction occurs, the chromatids do not 
separate. The result is that one cell receives both chromatids, while the other cell receives neither. Each daughter cell then has an 
abnormal number of chromosomes when mitosis is complete; one cell has an extra chromosome, while the other is missing one. 
During meiosis II, each cell splits and goes from diploid (two pairs of each chromosome) to haploid (one of each chromosome) in 
preparation for fertilisation. If a pair of sister chromatids fail to separate properly during anaphase of meiosis II, one daughter cell 
will have an extra chromosome and one daughter cell will be missing a chromosome. If the other daughter cell created in meiosis I 
splits properly, the other two of the four total daughter cells created during meiosis II will have the normal number of chromosomes.” 
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From the above it could be deduced that children with Down syndrome could fall 
somewhere on this scale depending on their severity. Children with Down syndrome 
often experience intellectual difficulties (biology dictionary). This thesis focuses mainly 
on children with mild Down syndrome. Therefore, the research is to determine whether 
and how children with mild Down syndrome will acclimatise to the mainstream 
classroom and how they will function. The Global Down syndrome Foundation (Global 
Down syndrome Foundation. Facts and FAQ about Down syndrome. Retrieved 
September 16, 2018, from https://www.globaldownsyndrome.org/about-down-
syndrome/facts-about-down-syndrome/) says the following about children living with 
Down syndrome: less money is allocated to research for Down syndrome than any other 
disease or condition. Most Americans feel that it is better to include children with Down 
syndrome in mainstream schooling and that having them integrate into society is better 
for everyone rather than having people institutionalised. This foundation further 
mentions the following conditions which could impact on the child with Down syndrome. 
Some of those are: seizures, sleep apnoea, an increased risk of Celiac disease, 
congenital heart defects and childhood leukaemia – the last-mentioned two can be 
outgrown.  The importance of physical therapy and speech therapy during the first five 
years of a child’s life is vital. 
Kinder (2013) writes in her article “Children with Down syndrome can have Normal IQ” 
that people generalise when they say that children with Down syndrome are retarded 
and severely cognitively impaired. She accedes that many of these children will fall 
below the ‘normal’ IQ range, but it is not by far and that children with Down syndrome 
can have IQ’s in the ‘normal’ range. She believes that it all depends on the input in the 
child’s life, as all children can be supported to reach their full potential. In contrast The 
Henry Spink Foundation (The Henry Spink Foundation. Down syndrome. Retrieved 
September 18, 2018, from http://www.henryspink.org/down's_syndrome.htm) states 
that the Mosby’s Medical, Nursing and Allied Health Dictionary states that the IQ of 
children with Down syndrome in the 50-60 range, although there have been cases where 
the IQ was 120.  
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2.3 VIGNETTE OF SHĖRI BRYNARD  
Down syndrome South Africa has named Shéri Brynard (Brynard & Naudé, 2017) as 
their ambassador. She has written a book with the help of Colleen Naudé about living 
with Down syndrome where she has made very frank revelations. She is 35 years old 
and lives with her mother in Bloemfontein. She has two younger sisters. Her father 
passed away when she was nineteen years old and everyone in that family felt the loss 
greatly.  In her book, Just the way I am, Shéri writes that her parents, on finding out they 
were pregnant with a child with Down syndrome, decided that they were going to raise 
her as ‘normal[ly]’ as possible - and that is precisely what they tried to do. She started 
at Lettie Fouché, a nursery school for mentally challenged children, but her parents 
wanted her to be stimulated more and wanted her placed in Martie du Plessis, a 
mainstream school. The initial response from the school was that she would not cope.  
Her parents pleaded and said they would do whatever was necessary to make it work. 
The school then did readiness tests and Shéri was finally admitted. She stayed there 
until Grade 10 whereafter she went to work at ‘Smiley Kids’, a nursery school across 
from her grandmother’s retirement home. 
Shéri decided that she wanted to be a nursery school assistant and enrolled at Metheo 
college where she completed her N3 and matriculated. She continued studying up to N6 
level, where she qualified as a nursery school assistant. It was very hard work as she 
had to follow the same curriculum as the other students.  A friend translated the material 
into Afrikaans which made it easier for her to study, although she still had to put in a lot 
of time and effort.  She is currently the only person living with Down syndrome in South 
Africa who has achieved a tertiary qualification. “I ask every person please to grant 
people with disabilities the opportunity to be proud of being different” (p.156). This was 
taken from her book and in essence summarises who Shéri is. 
With her being the national Down syndrome ambassador, she has started travelling and 
giving motivational speeches across the country as part of her new role. This role often 
included using this platform to educate South Africans on Down syndrome and people 
living with it. Initially her mother accompanied her on the trips, but recently Shéri has 
started going on her own.  She and her mother worked out a plan on how to deal with 
certain situations such as preparing for presentations; answering questions during 
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motivational speeches; travelling on her own; checking into hotels; ordering meals, etc. 
These scenarios were then practiced, so that she would not feel uncomfortable and 
would know exactly what to do. They also decided on her wardrobe for these events.  
This has made her feel more prepared for travelling to different cities. She is still an 
assistant teacher at Martie du Plessis whenever she is in Bloemfontein and says that it 
is still what she enjoys doing the most. Shéri is an example of a girl with mild Down 
syndrome showing what can be achieved in the mainstream classroom when resources 
are in place and sufficient support is provided to learners. 
2.4 INTERNATIONAL RESEARCH  
Countries in the northern hemisphere had practised inclusivity for much longer than we 
have. The United Nations Convention on the Rights of Persons with Disabilities (United 
Nations, 2006) and the UNESCO Salamanca Statement on Principles, Policy and 
Practice in Special Needs Education (UNESCO, 1994) have supported the idea that 
children with intellectual disabilities (ID) should be accommodated in mainstream 
education (Dessemontet & Bless, 2013). All the European Union countries are - to a 
greater or lesser extent - inclusive.  Although Switzerland is the least inclusive it has 
made strides in their inclusive policies since reorganisation started happening in 2008 
(European Agency for Special Needs Education, 2012). Various studies took place 
between 1991 and 2010 to determine the impact of inclusivity of children with intellectual 
disabilities in public schools and according to the researchers there were very few 
negative effects on the children with disabilities, as well as the children without 
disabilities. 
2.4.1 Intellectual Functioning  
A study conducted by Dessemontet and Bless (2013) with 202 children who had low, 
average or high levels of intellectual ability and 202 children with intellectual  disabilities, 
determined that including children with disabilities had no negative impact on the 
learning of children who had no disabilities, especially if the children with intellectual 
disabilities were supported in the classroom by a teacher’s aide or a special needs 
educator.  
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Further to the above, studies have shown that children with Down syndrome have 
relative strengths in the areas of receptive language, some areas of socio-emotional 
functioning and visual processing. In contrast, they might experience relative challenges 
in expressive language, motor development, verbal processing, performing daily living 
skills and executive functioning (Daunhauer & Fidler, 2011). A study was done by 
Daunhauer, Fidler and Will (2014) to determine the correlation between a child with 
Down syndrome’s IQ, executive functioning, school functioning and language 
functioning. The study was done in elementary schools in the United States and showed 
that the children experienced more challenges with cognitive-behavioural tasks than 
with physical tasks. Even though they performed better with physical tasks, it should be 
noted that it was still below age-appropriate norms. The cognitive-behavioural tasks 
children with Down syndrome experienced challenges with were: “following social 
conventions, functional communication, compliance with adult directives and school 
rules, personal care awareness, task behaviour-completion, positive interaction, and 
safety” (Daunhauer, Fidler & Will, 2014, p. 172). Self-regulation was also a concern as 
children with Down syndrome did not always wait their turn in conversations or pay 
attention when others in the group were speaking. The researchers felt that with practice 
these learners would cope better in these situations and it would then not impact 
negatively on their school functioning. In Chapter One I spoke about my cousin’s son 
who has Down syndrome. They have also had to teach him to wait his turn in 
conversations and to pay attention when other people are speaking. This is however no 
different to any parent needing to teach their children to do this, as it is in a child’s nature 
to want to speak immediately and not wait their turn. 
2.4.2 Language Development  
Laws, Byrne and Buckley (2000) conducted a study in the United Kingdom where they 
took 22 learners with Down syndrome in mainstream schools and 22 learners in special- 
needs schools and then compared language development within the two systems and 
how it pertained to the learners. Prior to their research, they looked at other research 
done in this area and found a study done in the United States by Beadman (1997) which 
showed that learners in special-needs schools performed better in language when the 
classes were smaller and there was one-on-one teaching taking place, together with 
speech therapy and the teaching of social skills. The study by Laws et al. (2000) focused 
22 
 
on: vocabulary comprehension; grammar comprehension; sentence repetition; memory; 
auditory digit span; visual digit span; hand movements; face recognition and reading. 
The results were that the children who attended mainstream schools were more 
advanced than the children in special needs schools with regards to language 
development and memory.  The younger the child was placed in a mainstream school, 
the bigger the difference; in some instances, the child was up to two and half years 
further in development. Results in non-verbal areas were however not significantly 
different. The researchers deduced that other factors could also play a role such as the 
school day being two hours longer in a mainstream school; the children spent more time 
doing pair and co-operative work and the teachers had higher expectations of the 
children.  Hence, the need for further research is emphasised.  
2.4.3 School placement  
The one aspect that Laws et al. (2000) looked at was the curriculum and school 
placement. It seems as though school placement does play an important role. In South 
Africa, the majority of mainstream schools have big classes, and the current curriculum 
does not always lend itself to adaptation as there is a lot of work that has to be covered 
and various assessments that have to be completed throughout the year. This is then a 
concern to teachers as their time is limited because of the full curriculum and they do 
not have the capacity to adapt the work for children with various challenges. 
In another study done with Finnish and Italian learners with Down syndrome, the aim 
was to see what the possible differences could be with diverse educational settings 
(Saloviita, Consegnati, Kontu, Pirttimaa, & Fiorin, 2017). They looked at it in terms of 
teacher satisfaction. In Italy, inclusivity has been practised from 1977 whereas in 
Finland, inclusivity has only come into play from 1997, and still only 5% of children with 
any form of intellectual challenges are accommodated in mainstream schools and are 
in separate classes for 92% of the school week. Support for learners with Down 
syndrome was greater in the Italian schools as those children received physiotherapy 
and speech therapy in most instances. It was also reported that learners with Down 
syndrome in the Italian sample had more friends than those in the Finnish example. 
What was similar in both samples though was the fact that in neither sample did the 
learners with Down syndrome have friends outside of school. The Italian teachers 
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displayed a greater desire to assist the children with Down syndrome and as a result 
expressed a variety of unfulfilled needs in terms of support for the learners. The biggest 
drawback of this specific study was the size of the sample group, which could have 
impacted on assumptions made. This study demonstrates the need for inclusivity in 
classrooms and teachers being responsive to the learners needs, not wanting to have 
them transferred to special-needs classes but to accommodate them along with the 
other learners in the class. 
A similar study was done by de Graaf, van Hove and Haveman (2012) where they looked 
at various studies done on the integration of children with Down syndrome in 
mainstream education versus children with Down syndrome in special-needs education. 
They found up to 133 studies done on children with Down syndrome, of which 53 of 
those studies looked at the inclusion of Down syndrome children in mainstream 
schooling. Language development and academic performance were better when the 
children were placed in mainstream schools, especially if the children received support.  
Lindsay (2007) however disagrees with the above, stating that there is no real significant 
advantage of placing children with any intellectual disability in a mainstream school.  In 
saying this, her studies only focused on eight journals in the period 2001-2005, which is 
a limited period. Broader research shows that there could be an impact and that 
inclusivity could lead to positive results for socio-emotional and cognitive development, 
as was seen in the studies by Ruijs and Peetsma (2009).  This was more often the case 
with children who lived with mild Down syndrome. 
Another study done in the Netherlands by van Wouwe, van Gameren-Oosterom, van 
Dommelen, Verkerk and Fekkes (2014) found that school entry took place later for 
children with Down syndrome than their peers. The reasons for that could be ascribed 
to the levels of self-care needed for the children. Their results showed that the children 
with Down syndrome stayed an average of three years in mainstream schools and that 
the dropout rates became progressively higher with age. Girls stayed in mainstream 
schools for longer than boys. Many of the children did though stay until age 13, 
whereafter it became more difficult for the children to stay, for a variety of reasons. The 
studies have shown that children with mild Down syndrome can be placed in mainstream 
schools if they are inclusive. 
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2.4.4 Social Acceptance  
Yadarola (1996) found that students in mainstream classrooms were more acceptant of 
their peers with Down syndrome, and as a result were more protective towards them 
and helped them more with schoolwork. Shéri also mentioned in her book that the other 
students in class were always willing to assist her with work and were protective of her 
when strangers acted unpleasantly towards her. Freeman and Kasari (2002) observed 
children with Down syndrome playing with the same groups of peers from special-needs 
schools and from mainstream schools and found that they were more isolated and 
played more on their own when the interaction was with peers from mainstream schools, 
as opposed to with peers who had disabilities. Sinson and Wetherick (1986) determined 
that a reason for this could be that children with Down syndrome could not always keep 
the gaze of other children, which in turn made the peer feel uncomfortable and 
eventually lead to the child with Down syndrome being isolated during play. In studies 
done by Wilson (2007) to Klompas (2008), the younger the child, the more interaction 
and play takes place, whereas with age the isolation becomes more pronounced and 
parents are advised to encourage their child with Down syndrome to make friends with 
peers who have disabilities. These comparative studies also demonstrated that support 
from teachers and parents were important when guiding play during breaks. Huber 
(2013) did a study where he presented children with photos of their new classmates and 
then looked at the reaction of the children based on the teacher’s response. He found 
that the children were more open to the new classmates if the teacher was positive. 
Guralnick, Hammond, Connor, and Neville (2006) found that cognitive development, 
language proficiency, support from family and teachers and any stress at home 
contributed to the child with Down syndrome’s interaction and whether or not the child 
was accepted socially. Further studies have demonstrated that the teacher plays a very 
important role in this process – their attitude, behaviour, and guidance can to some 
extent determine the success or failure of the peer interaction process and social 
acceptance. This is one of the areas my research will focus on – teacher involvement 
and how it could influence the learner with mild Down syndrome in the mainstream 
classroom. 
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2.4.5 Peer interaction and support services  
Datta (2015) conducted a study in South Australia where she looked at support services 
available to children with intellectual disabilities. Current support services included:” 
information provision about the condition of impairment, counselling, advocacy and 
networking, to bring families together and provide referrals to other agencies”. The 
students also received a Negotiated Education Plan (NEP) where they could gain 
access, participate and achieve within the mandated curriculum. Additionally, they had 
tailored programmes and/or curriculum modifications to assist and promote the 
achievement of their specific learning outcomes. Support was also provided in terms of 
peer awareness programmes, sexuality and human relationship programmes, 
friendships, independent living, post-school options and work experience. Datta wanted 
to determine whether these support services were of any value to the students, parents 
and teachers.  Her findings were that even though these services were available to the 
students, very few students knew about or made use of the services. The parents also 
expressed their disappointment with it and could not say that it assisted them in terms 
of family relationships. The teachers however expressed themselves more affirmatively, 
stating that it encouraged students with intellectual disabilities and gave a platform for 
growth, but conceded that schools were under resourced, teachers were often ill-
equipped and there could be a wider variety of resources. This study highlighted the fact 
that even if support services are available it does not always lead to success and more 
care has to be taken to ensure they are effective. 
Dykens, Shah, Beck and King (2002) found in their studies that peer interaction was at 
its best during the kindergarten period and it then became increasingly more difficult as 
the children became older and relationships became more complex. A study done in 
Norway in 2010 by Dolva, Hemmingsson, Gustavsson and Borell was based on the 
following. In Norway, the majority of children with any disability are placed in mainstream 
schools as there are few schools available in the rural areas and options are limited. 
They observed eight children over a period of one year and came to the following results: 
Peer interaction could be split into two broad categories: that of equal interaction and 
unequal interaction. During equal interaction either the child with Down syndrome took 
the lead during a play activity or his/her peers took the initiative. There were two 
instances that were mentioned: one was where two boys went sledding down a hill and 
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another where children did a singing activity during break. There was no distinct 
difference between who took the lead and what the outcomes of the activities were. 
Unequal interaction was divided into three categories: complementary interaction; 
adjusted interaction and interaction without modifications. During complementary 
interaction the peers would divide the task between themselves and the learner with 
Down syndrome – for example, a maths task would be divided, and though the learner 
with Down syndrome might get to do the additions and the peer the more difficult part of 
the activity, it would however be the same task that was completed. Adjusted interaction 
would be where the task is adjusted, or the level of difficulty would be changed to 
accommodate the learner with Down syndrome. An example was where the children 
played ‘king’ and tried to be the last one standing at the top of a snow hill.  The observers 
saw that when it was the turn of the child with Down syndrome to push the others off, 
they fell without being pushed hard and the same happened when the peers pushed the 
child off the hill. During interaction without modification the activity was not changed in 
any way, the learner with Down syndrome participated only to an extent and was 
comfortable as he felt he was part of the group. At the basis of the above interactions 
was a shared understanding of the task, as well as an understanding of the performance 
level of the learner with Down syndrome. This has led to increased opportunities for 
learners with Down syndrome to be part of activities and peer interaction. 
As can be seen from the above study – interaction is very important for the social 
development of the learner with Down syndrome. In the Netherlands, schools are not 
forced to accept children with Down syndrome, but many schools do as they have 
realised it has positive outcomes for both the learner with Down syndrome, as well as 
their abled peers. It has however also happened that children with Down syndrome have 
been referred from mainstream schools when peer interaction had a negative effect on 
the learner with Down syndrome (Pijl & Scheepstra, 1996). Scheepstra, Nakken and Pijl 
(1999) conducted a study using a sociometric scale to determine the interaction between 
Grade 1 leaners with Down syndrome and other children in the class. They found that 
learners with Down syndrome did not play with non-disabled children as often as they 
thought or was perceived by the parents and teacher of the child. The teachers found it 
a valuable experience and believed that children with Down syndrome should be 
included in mainstream education. They spent more time with the learner assisting and 
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guiding them.  Non-disabled learners however knew that the learner with Down 
syndrome was different and did not always interact in the way adults thought they would. 
In comparing this to the study done in Norway one could argue that inclusivity is still a 
choice in the Netherlands, whereas it is a given in Norway. One could argue that Norway 
has had more time to learn to deal with the differences and accommodate the learners.  
The same could be said for a study done in Malaysia by Wah Lee and Min Low (2013). 
Inclusivity to some extent only became part of the schooling system after the adoption 
of ‘World Declaration on Education for All’ in 1994.   As learners with disabilities are not 
placed in all three of the schooling systems in Malaysia, the teachers have not always 
been exposed to learners with Down syndrome, nor have they received any training on 
how to accommodate the learners in their classrooms. The teachers were positive about 
teaching learners with disabilities, but expressed concerns with regards to time, 
resources and the curriculum.  There is also a lack of support services for learners with 
Down syndrome, which further exacerbates the problem. These studies have shown 
that the system as a whole needs to work for the learner with Down syndrome to have 
a ‘chance’ at success when interacting with peers and acquiring access to support 
services. 
2.4.6 Perspective from a learner with Down syndrome  
As inclusive practices increase around the world, so has the increase in teacher aides. 
In a study done in New Zealand by Westerveld and Bysterveld (2017) the amount of 
teacher aides had increased by 33% between 1999 and 2009. This study looked at the 
language used by teacher aides when working with learners with Down syndrome from 
the learners’ perspective. This study focused on the narratives used by children as it is 
often the case that learners with Down syndrome struggle with spoken language and in 
particular in their narrative abilities. Another problem these learners experienced was 
with speech intelligibility. Westerveld and Bysterveldt (2017) felt that they would 
approach their study from a different angle as the previous studies were always done 
with adults they did not know, and the researchers believed it could skew the results; 
thus, the learners’ own teacher aides were used. They used picture support as per Miles, 
Huberman and Saldaña (2006). They made use of photos to assist the children in their 
narratives and took it further by asking the parents to send photos involving the learners 
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to school. Some of the results were unexpected. The research was conducted at the 
learners’ schools and homes – both familiar surroundings. Learners were shown photos 
of recent activities they were involved in and yet the teacher’s aides had to prompt them 
to tell the narratives, which was a surprise as the researchers had thought this would be 
easier for the learners to do. Another observation made was that the teacher’s aides 
had been working with the learners for at least six months, so they knew the children, 
the people close to them, their interests, etc., and it could also be seen during the 
observations that the aides would adapt their language to that of the learner. The final 
result of the study was that learners with Down syndrome struggled with narrative 
expression even if the subject was something with which they were familiar. A teacher’s 
aide/assistant can play a crucial role in the placement and integration of learners with 
Down syndrome in the mainstream classroom. 
2.4.7 Early years of schooling  
This section is going to focus mainly on two studies – one in Ireland and one in 
Queensland, Australia. In the study done by Hurley (2017) in Ireland, it was found that 
communication was an important factor when transitioning children from pre-primary to 
primary school. The parents were also concerned about social interaction with other 
children in the class. Mothering was one of the ‘techniques’ used by the other learners. 
This technique was discouraged in the Norwegian studies I read as they felt it was 
demoralising for the learners with Down syndrome. In this specific study the school did 
not view it in a negative way, as the children were also younger. In the study done by 
McFadden (2014) in Queensland one of the conclusions was that the teachers played 
a prominent role in how the learners with Down syndrome experienced inclusion or the 
lack thereof. This case study looked at three teachers, two of whom worked from a 
strength-based approach which implied that they were not as reliant on support from 
staff or teacher aides. These teachers also managed the learners’ capabilities and 
adapted the curriculum to address their specific needs. The teachers also used visual 
aids which added to the learning experience for all children. When they experienced 
challenges, the teachers collaborated with other staff members, the parents and support 
staff to come up with solutions.  They would also reflect on what they could do to improve 
the situation. The teachers found various instances of support and when accessed, 
proved to be unbelievably valuable. Support included: parents, principals, occupational 
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therapists, speech therapists, organisations, previous teachers, as well as professional 
development opportunities. Support is vital for learners with mild Down syndrome in the 
mainstream classroom. 
2.4.8 Mothers’ perspectives on educational environment of child  
Mulrenin’s (2016) study showed that parents want their child to have a good relationship 
with the teacher and that the teacher should be kind, warm and empathetic. Building 
rapport with the teacher and having an enthusiastic teacher was also important.  What 
the researcher found is that as the child became older it became more important to learn 
skills that could be used to become self-sustaining and be applied in the working 
environment one day. Family involvement also increased the success for the learner; 
many mothers volunteered at the school, worked for the school district, etc. to foster 
better relationships and increase their child’s chance of being happy. 
2.5 SOUTH AFRICAN RESEARCH  
Donohue and Bornman (n.d.) conducted a study where they provided case studies to 
teachers and asked them with which disability would they feel more at ease in their 
classroom. The majority of teachers indicated that they would feel comfortable with 
accommodating learners with Down syndrome in their classes. Even though this was 
the result in this study, there are still other factors at play. Those factors include teacher 
training – previously, teachers were trained either in special-needs or mainstream 
schooling, and as a result find it a challenge to have both in their classes. In conjunction 
with this is the level of disability of the learner. Teachers in the study also indicated that 
a learner with an intellectual disability would be more challenging than a learner with a 
physical disability. With that being said, the student-teacher ratio in schools is not ideal 
as there are many schools where the average amount of learners per class is more than 
40. There are then also the huge disparities between former model C schools which are 
well resourced and other schools in South Africa where resources are very limited. A 
study by Zoniou-Sideri and Vlachou (2006) indicated that teachers believed inclusion 
would only benefit the learners in terms of social skills and peer interaction, whereas 
cognitive development and learning would not be affected. A specific study by Donohue 
and Bornman (n.d.) determined that teachers expected little reading and mathematical 
30 
 
progress from learners with disabilities, which reinforces the study mentioned 
previously. The reason for this was that teachers would only give a couple of minutes to 
the learner with a disability, which was insufficient. Teachers also indicated that the 
following factors could influence the inclusion of these learners: inadequate resources; 
inadequate support staff and inadequate specialist equipment at the school.  Adequate 
and ongoing training is essential then to make this a success and would assist the 
teachers in the flexibility needed to address their learners’ needs. 
Schools in the Eastern Cape also experienced the above (Pather, 2011) as teacher’s 
initial training and education did not cover addressing disabilities at all, so the teachers 
lacked confidence in dealing with children who experienced disabilities. Pather’s study 
focused on a school in the Eastern Cape with 1108 students and 29 teachers, so a ratio 
of 1:65 which is considerably more than the 1:35 ratio prescribed in official documents. 
The principal of this school believed that children with disabilities were part of the 
community and must be accommodated in his school. The learners with disabilities 
experienced the teachers as being very supportive.  It should be said however that five 
of those teachers had remedial training and were therefore more equipped to deal with 
the disabilities. There was also a sharing of resources amongst the schools in the 
community, although it took negotiations and time for that to come about. The principal 
had also asked experts to come and address the teachers on the various disabilities, so 
as to better understand it and assist the learners when they experienced challenges. his 
school has demonstrated that learners with disabilities can be accommodated in 
mainstream schools no matter the level of resources at the school.  It all depends on the 
attitude of the principal, staff and the community. The following assumption could thus 
be made: that learners with mild Down syndrome can also be accommodated in the 
mainstream classroom. 
2.6 CONCLUSION  
This literature review looked at inclusive practices overseas and how they were 
implemented. There were instances where inclusion worked, and in these cases, it was 
because the school and its staff were open to inclusion and were willing to accommodate 
these learners. The studies have also shown that where inclusion has not been 
practiced that far reaching, extensive challenges were experienced. The last study by 
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Pather demonstrated that inclusion can work in the South African context, no matter the 
amount of resources available.  My study takes place in a school with more resources. 
The study hopes to demonstrate that it is not the amount of resources available that 
matters, but rather the attitude of all the parties involved. 
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CHAPTER THREE: RESEARCH PARADIGM, DESIGN AND 
METHODOLOGY 
3.1 INTRODUCTION  
The main aim of this chapter is to explain the research process I used to guide my 
research.  Chapter Two consisted of a literature review which provided the basis for the 
data collection that took place. It also provided insight into the practices of schools in 
other countries and how they accommodate learners with mild Down syndrome in their 
schools. In this chapter I will go further to explain the research paradigm, approach and 
design. There are a variety of philosophical perspectives on which the study is built 
(Denzin & Lincoln, 2011; Creswell, 2013). Therefore, my aim with this chapter is to take 
the reader through the research process I followed. The themes drawn from the 
research will provide an understanding of how the teachers of this school experienced 
learners with mild Down syndrome. 
3.2 RESEARCH PARADIGM  
Mertens and McLaughlin (2004) write that a paradigm is a world view including certain 
philosophical assumptions about knowledge and the nature thereof. An 
interpretive/constructivist paradigm will be used to present the research, its aim being 
to contextualise the study within a qualitative paradigm.  According to this perspective, 
reality is subjective and influenced by the context of the situation, which in this study 
relates to the participants, the participants’ reality and their environment. Creswell (2013, 
pp. 24-25) explains it as follows: 
In this worldview, individuals seek understanding of the world in which they live 
and work. They develop subjective meaning of their experiences. … These 
meanings are varied and multiple, leading the researcher to look for the 
complexities of views. … Often these subjective meanings are negotiated 
socially and historically. In other words, they are not simply imprinted on 
individuals but are formed through interaction with others and through historical 
and cultural norms that operate in individual’s lives. 
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3.3 QUALITATIVE RESEARCH APPROACH  
Creswell (2008) indicates in his study on research approaches that research can be 
approached from either a qualitative or quantitative approach depending on what the 
researcher is researching. Creswell (2013, p.15) defines a qualitative study “as an 
inquiry process of understanding a social or human problem, based on building a 
complex, holistic picture, formed with words reporting detailed views of informants and 
conducted in a natural setting”. Qualitative research is an approach to research that 
uses methodologies designed to provide a rich, contextualised picture of an educational 
or social phenomenon (Denzin & Lincoln, 2000).  I was given an opportunity to 
understand situations in their uniqueness (teachers) as part of a particular context 
(Laerskool Rooihuiskraal) and interactions within the context of the study (Adams, 
Collair, Oswald, & Perold, 2004). Merriam (1998, p. 6) agrees with the notion of 
interaction stating that one of the characteristics of qualitative research is “the view that 
reality is constructed by individuals interacting with their social worlds”. Babbie and 
Mouton (2001, p. 270) support the notion of understanding by stating that “the primary 
goal of studies using this approach is defined as describing and understanding rather 
than explaining human behaviour”. Qualitative research is therefore interested in 
accomplishing meaning and its relation to social interactions (Gubrium & Holstein, 
2005). This study is about people, how they understand the world and interact with it in 
their specific contexts. 
The focus of the study was on gaining understanding and meaning using verbal 
narratives and not by using numbers.  Evidence used in this study was the data collected 
and the supporting literature reviewed in Chapter Two. This study can therefore be 
denoted as a qualitative research as it was conducted in a natural setting. It was also 
explorative, descriptive, and occurred in a specific context (Mouton, 2001). In this 
research the context was Laerskool Rooihuiskraal and the teachers who were teaching 
there. Denzin and Lincoln (2013) define qualitative research as: “a situated activity that 
locates the observer in the world. Qualitative research consists of a set of interpretive, 
material practices that make the world visible” (p. 6). It explores attitudes, behaviours, 
and experiences through methods such as interviews and focus groups (Dawson, 2006). 
Qualitative researchers are interested in human behaviour and experiences and this can 
be observed through individual interviews. 
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It is important to note the following: 
• Qualitative research is concerned with the opinions, experiences and feelings or 
individuals producing subjective data; 
• Qualitative research describes social phenomenon as they occur naturally.  
 
There was no attempt made to manipulate the data as could potentially be done with 
quantitative research. I was able to engage on an individual basis with each of the 
participants. 
3.4 CASE STUDY DESIGN  
Mouton (2001) defines research design as a plan or blueprint of how the researcher 
plans to conduct his/her research. This design could be seen as a flexible set of 
guidelines that connects theoretical paradigms to strategies of inquiry and methods of 
collecting empirical data (Maritz & Visagie, 2008).   
Johansson (2003, p. 7) below demonstrates the history of case study research and how 
it has evolved into a trusted research design. 
  
Table 3.1: History of case study research 
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Research started off in the field of Natural Sciences prior to the 1600s.  During the 1700s 
research branched out into the Social Sciences and the Humanities.  Social Sciences 
focused on experiments and statistical analysis, whereas Humanities researched case 
work, case history and accounts of journeys.  The first generation of case studies started 
in the mid-1800s and Social Sciences started with anthropological field studies.  In the 
1900s, more research was done using case studies and some of the most prominent 
researchers were: Merriam, Simmons, Stake and Yin, to name a few.  Further 
developments then led to qualitative and quantitative research being mixed, hence 
creating mixed-method research where both could be utilised in the same study. 
The definition for case study research is: “An empirical inquiry about a contemporary 
phenomenon (e.g., a “case”), set within its real-world context – especially when the boundaries 
between phenomenon and context are not clearly evident” (Yin, 2014, p. 16). 
Merriam (2009, p. 40) defines case study as: “an in-depth description and analysis of a 
bounded system".  For Merriam, the defining feature is that case study research is the 
object of the study focusing on one aspect whilst being descriptive and heuristic in 
nature. Denzin and Lincoln (2011, pp. 8-10) further emphasise the following 
characteristics of case study design: 
• “reducing the use of positivist or post positivist perspectives; 
• accepting postmodern sensibilities; 
• capturing the individual's point of view; 
• examining the constraints of everyday life; 
• securing rich descriptions”. 
Miles et al. (2014) say the case is a “phenomenon of some sort occurring in a bounded 
context” (p. 28). They then graphically represent it with a circle and a heart inside – the 
heart being the focus area of the study and the circle representing what will not be looked 
at.  It is also an effective design to use as you collect information from the participants 
and want to explore, understand, and present the information gained from their 
perspectives. 
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3.5 PURPOSIVE SELECTION  
As I have decided to use a qualitative approach to my research, I used purposive 
sampling as I was interested in the opinions of the teachers who had taught learners 
with Down syndrome.  Purposive sampling means that participants are ‘chosen’ for a 
specific reason – in this case, teachers who worked with learners with Down syndrome. 
The aims were: “firstly, to ensure that all the key constituencies of relevance to the 
subject matter are covered and secondly, that, within each of the key criteria, some 
diversity is included so that the impact of the characteristics concerned can be explored” 
(Ritchie & Lewis, 2004, p. 79).  There is therefore representation of teachers of different 
grades as well as the grade head and principal in the study. I also had the opportunity 
to speak to a mother who has a daughter who has Down syndrome and was attending 
this specific school.  Silverman (2006) states that purposive sampling is useful to 
illustrate a specific feature or process of interest, which in my case refers to the teacher’s 
experience in working with a learner with Down syndrome. Purposive sampling is 
chosen if descriptions are more important than generalisations. The sample size also 
depends on the purpose of the study (Dawson, 2006). It will further ensure that the 
sample selected can provide sufficient data for the study through their information and 
knowledge.  
Table 3.2: Demographics of research participants 
Code Gender Occupation Race Years teaching 
P1 Female Phase head White 22 
P2 Female Educational Psychologist White 7 
P3 Male Principal White 38 
P4 Female Teacher White 9 
P5 Female Teacher White 10 
P6 Female Mother White 0 
 
Participants for this study must have taught at least one learner with Down syndrome. 
The case study was a specific school in Centurion, so there were no other requirements 
other than what has been mentioned. This ensured objectivity as there were no 
preconceptions about what I would find during data collection (Ritchie & Lewis, 2004).  
As I wanted to test a hypothesis about the accommodation and practicality of 
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accommodation in the South African context, an equal opportunity existed for it to be 
proved or disproved (Ritchie & Lewis, 2004).   I used purposive sampling as it has the 
following advantages: 
• “Purposive sampling is one of the most cost-effective and time-effective sampling 
methods available; 
• Purposive sampling may be the only appropriate method available if there are 
only a limited number of primary data sources who can contribute to the study 
• This sampling technique can be effective in exploring anthropological situations 
where the discovery of meaning can benefit from an intuitive approach” 
(Dudovskiy, 2018, p. 3) 
 
Time was limited as the teachers only had certain times available to meet with me for 
the interviews.  As this school was the only mainstream school in the area, I was also 
limited in terms of the number of primary sources who could contribute to the study.  I 
initially wanted to interview a broader range of teachers (foundation as well as 
intermediate phase) but could not do so due to time constraints on their side, and so I 
could only interview teachers in the foundation phase. The only cost involved was fuel, 
so it was a cost-effective sampling method. There are however disadvantages to 
purposive sampling: 
 
• “Vulnerability to errors in judgment by researcher 
• Low level of reliability and high levels of bias. 
• Inability to generalise research findings” (Dudovskiy, 2018, p. 3) 
 
This will be discussed when I discuss the limitations of the study.  
3.6 ROLE OF THE RESEARCHER  
As a researcher I wanted to place myself in the context where the phenomenon is 
occurring and then develop interpretations based on my personal experience, as well 
as the experiences of the participants. The research journey I followed was that of 
becoming familiar with the theory and literature, interacting and being involved in the 
research process.  The research process focused my attention on doing what was 
needed whilst giving me the opportunity to be comfortable in knowing what was 
expected of me as a researcher. 
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I focused on how I understood the participant’s world and how it provided a guide to 
their experiences in working with learners with Down syndrome.  My responsibility as a 
researcher lay in being able to gather and understand their interpretation in a systematic 
and informed manner, assisting in my own interpretation.   This was precisely my 
intention: to explore the feelings, thoughts and ideas of teacher working with children 
with Down syndrome and as an observer I could discover the meaning the teachers 
attached to their experiences.   My responsibility as researcher was to gather information 
from the participants, understand their interpretation and then to make sense of the 
information provided.  Ritchie and Lewis (2004) further expand on the role of the 
researcher  by adding the following guidelines: expressing interest and attention – this 
is done by keeping eye contact, occasional nodding and asking follow-up questions; 
establishing that there are no right or wrong answers -  it is important for the participant 
to know this and it should be conveyed throughout the interview in a non-judgmental 
way; being sensitive to tone of voice and body language – a researcher should 
constantly look at these clues as it could be an indication that a point needs to be 
explored in more detail; allowing the participant time to reply – participants sometimes 
need time to think about a point before formulating a response, so these silences can 
be productive; pacing the interview – sufficient time should be allowed to cover all the 
topics and if more time is needed, it should be negotiated with the participant.  The 
above is an affirmation that the role of the researcher is more important and 
comprehensive than one would think as the human interaction is needed. 
3.7 DATA COLLECTION  
Merriam (2016) explains that ‘data’ is in fact ordinary pieces of information in the 
surrounding environment that then become scientifically noteworthy as a result of the 
researcher’s selective interest and perspective. The data collection process takes place 
in the natural environment so that the participant’s perceptions and experiences are 
authentic.   By means of this process, people’s interactions and behaviours can be 
explained and verified.   I was able to engage the participants and explore their feelings 
about working with learners with Down syndrome. Processes should guide the search 
for data to provide rich details, maximising the range of specific information that can be 
obtained from and about the content (De Vos, Strydom, Fouche, & Deport, 2005).  The 
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standard for choosing participants and sites is based on their richness of information 
(Creswell, 2013).  Data has been collected for this study through interviews. 
3.7.1 Interviews  
Dawson (2006) purports that semi-structured interviews are perhaps the most common 
type of interview used during qualitative research. Maree (2007) states that these types 
of interviews are used as they do not span a long period of time.  There is a list of 
predetermined questions for the participant to answer, which could lead to probing and 
further clarification of answers. Semi-structured interviews define the line of inquiry and 
I, as a researcher, needed to be attentive to the participants’ responses so that new 
lines of inquiry could be followed and probed. As researcher I needed to be aware and 
guard against being side-tracked by trivial aspects and then to guide the participant back 
to the focus of the research.  Maree (2007) also argues that the following factors will 
guarantee success: 
• “the key is to find the person who is best qualified, in terms of your research 
question, to provide you with the information required; 
• you should always make it clear to the person being interviewed what the aim of 
the interview is and what information you want to gather from them; 
• your aim is to collect rich and descriptive data on the phenomenon being studied 
and to saturate your data; 
• your questioning strategy is vitally important; 
• the type of questions is as important as the way you ask it; 
• good interviewers are good listeners who do not dominate the interview and 
understand that they are there to listen; 
• observe the respondent’s non-verbal communication and check your own non-
verbal cues, such as maintaining eye contact and keeping an upright posture; 
 
If I as researcher adhered to the above, then the research would be more trustworthy 
and credible. 
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3.8 DATA ANALYSIS  
Analysis is essentially about making sense of the data collected and using the results of 
the process to answer the research questions (Wickham, Bailey & Cooper, 2000). It 
aided me in establishing a coherent interpretation of the data that was collected and 
guided me as a researcher to immerse myself in the data and generate insight into it.  
Maree (2007) argues that ‘how you collect data, how you order it and what you extract 
from it are very much the product of the lens through which you look at the world and 
consequently the angle from which you will approach the data.’  In addition, you need to 
decide from the beginning how the data will be analysed as you may not have the type 
of data you need for a specific data analysis strategy. I made use of thematic analysis, 
which is searching for themes that emerge as important to the description of the 
phenomenon. Thematic analysis is a method used to identify, analyse and report 
patterns (themes) within data as referred to by Braun and Clarke (2006). 
Themes are identified through various readings of the data in order to become intimately 
acquainted with it (Merriam & Tisdell, 2016). Reading is vital when analysing the data 
and I was therefore forced to become intimately acquainted with the data.  In addition, 
Aronson (1994) states that the next step of thematic analysis is to identify all the data 
related to patterns and themes that are already classified.  It could also be called axial 
coding (Charmaz, 2014; Corbin & Strauss, 2015). Classification was done by coding the 
data into categories and themes after transcribing and reading the interviews. Marshall 
& Rossman (2016) equates it to ‘buckets’, where the different categories are inserted 
and those are then deemed to be your themes. 
Maree (2007) defines coding as: ‘marking the segments of data with symbols, 
descriptive words or unique identifying names.’  It is a fluid process, making it possible 
to move back and forth between steps as new data emerge from your data sources. 
Harding (2013) describes the coding steps as follows in Table 3.3.  
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Table 3.3: Coding phases 
Steps Description of the process 
1. Identifying initial 
categories 
based on 
reading the 
transcripts 
Initial worthwhile engagement with the script is paramount as this 
will help identify categories 
2. Writing codes 
alongside the 
transcripts 
Consists of 3 elements: 
Summarising 
Selecting 
Interpreting 
3. Reviewing the 
list of codes, 
revising the list 
of categories 
and deciding 
which codes 
should appear 
in which 
category 
Look at sub-categories; new categories; identify codes that 
should be discarded 
4. Look for themes 
and findings in 
each category 
Remember the purpose of thematic analysis 
Be content with simple findings 
Find ways of expressing trends that avoid the use of numbers 
 
3.8.1 Identifying initial categories based on reading the transcripts  
Neuman (2006) states that it is important to read the full transcript so that key concepts 
can be underlined, or notes can be made to assist in thinking holistically about the data. 
Charmaz (2006) further suggests that: ’coding is a process of selecting, separating and 
sorting data;’ this is an important step as identifying categories is a significant part of 
separating and sorting. 
Initial categories are: 
• support from home; 
 
• support from teachers/ fellow staff members; 
 
• support from assistant teacher; 
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• resources available to the child and parents; 
 
• emotional and behavioural maturity vs challenges; 
 
• interaction with other children in the class; 
 
• interaction with the teacher and assistant teacher; 
 
• school work 
 
o reading/speaking  
o spelling/writing 
o mathematics 
 
• social relationships 
 
o class activities 
o break time 
 
3.8.2 Writing codes alongside the transcripts  
Codes could be written as words, abbreviations, phrases or numbers; this involves the 
elements of: summarising, selecting and interpreting.  Richards (2009) argues that 
summarising the transcript helps the researcher see beyond the detail of the case by 
reducing the data and identifying themes.  Barbour (2008) argues that when selecting 
data, one should err on the side of caution rather than risk failing to code an idea that 
could be seen as vital to the analysis thereof.  The research objectives should be 
considered when doing the selection of data, although not exclusively as the objectives 
might not anticipate a theme that could be relevant. I should, as researcher, be 
empathetic to the words of the participant (Hennink, Hutter, & Bailey, 2011). 
3.8.3 Reviewing, revising and choosing list of categories  
Rapley (2011) believes that coding is there to group similar themes together and 
encourages the researcher that it will not happen during the first attempt and that the 
researcher should not become disheartened. The following measures could be taken to 
better make sense of the categories: 
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• “identifying codes which should belong in the initial categories but were not 
placed there when the coding first took place; 
• creating sub-categories within the initial categories; 
• identifying new categories which can bring together a number of codes; 
• identifying codes that apply to sufficient numbers of respondents to be part of the 
findings, even though they stand outside any category; 
• identifying codes that stand outside any category and should be discarded 
because they do not apply to sufficient numbers of respondents” (Harding, 2013, 
p. 112) 
3.8.4  Looking for themes and findings in each category  
This step is where the researcher looks at their list of codes and categories and decides 
on the main message (Harding, 2013).  He further states that the following should be 
taken into consideration: remember the purpose of thematic analysis – examining 
commonality, differences and relationships (as previously mentioned); to be content with 
simple findings – the researcher could feel that there are no profound findings and feel 
disappointed, it still makes a contribution to the scientific world; finding ways of 
expressing trends that avoid the use of numbers – as researcher you have to find your 
own language, in terms of using words such as ‘some’, ‘many, or ‘majority’. 
The final themes were: 
1. Support from home and school 
 
2. Resources available to the learner 
 
3. Interactions with teachers, teachers’ assistants and peers 
 
4. School work: Afrikaans, English and Mathematics 
These themes can also be viewed in more detail in the attached interview (Appendix F).  
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3.9 PROCEDURE TO ENSURE QUALITY IN THE STUDY  
The use of different methods to collect data is defined as triangulation (Creswell & Miller, 
2000).  It is further clarified by Silverman (2006) that triangulation is used to corroborate 
the findings of the various data collection sources.  Various methods were used and 
integrated in the study to obtain meaningful insights into the participants’ experiences.  
To account for the quality of the research it was important to define what trustworthiness, 
reliability and validity of the study entailed and how I would meet these requirements. 
According to Lincoln & Guba (1985) “every systematic inquiry into human conduct must 
address the truth–value of the study and its applicability, consistency and neutrality.” 
Four alternative constructs are proposed by them to more accurately reflect the 
assumption of the qualitative approach. They are credibility, transferability, 
dependability and confirmability.  Supervision therefore plays an integral role throughout 
the entirety of this process, in order to prevent unexplained inconsistencies between the 
actual data and my interpretation thereof. 
3.9.1 Trustworthiness 
Trustworthiness was established by comparing the interviews and collating the 
information gained from the participants.  It was accurate as I made recordings on both 
my phone as well as the laptop to ensure authenticity and accuracy. 
3.9.2 Credibility  
The aim of credibility is to show that the inquiry conducted was done in such a way as 
to ensure that the view of the participants was accurately identified and described (De 
Vos, et al, 2005).  Merriam (1998) further explains that credibility is obtained from the 
discovery of the experiences lived by the participants. The research findings therefore 
have to be truthful for the participant, researcher and any person who would be reading 
the report.  It thus refers to the extent to which the information is believable and 
trustworthy.  It was ensured in this study through the engagement with the raw data as 
it was collated, categorised and coded from various sources.  The process of credibility 
helps with transferability.  
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3.9.3 Transferability  
De Vos et al. (2005) explain that the transferability of qualitative research is the degree 
to which the findings of this specific study can be applied to other contexts, settings and 
groups.  Shank (2006) views it as the use of adequate and detailed descriptions in laying 
out all the relevant details of the research process.  For transferability to be meaningful 
one also has to provide a rich description of the research methodology used. Lastly, 
Trochim (2006) refers to the degree of transferability as to what extent the information 
can be transferred or used in other contexts. 
3.9.4 Dependability  
Shank (2006) refers to dependability as knowing where the information comes from as 
well as the collection thereof.  Dependability was achieved by doing in-depth interviews 
as well as observations. There was a comparison of the various sources of data 
collection and any possible weakness of a data collection method was compensated 
through the use of triangulation as discussed earlier.  Triangulation was done through 
the use of different data collecting methods and data gathering strategies (Shank, 2006).  
Triangulation is viewed by Willis (2007) as the results of more than one source of 
confirmation when a conclusion needs to be drawn.  Therefore, validity was given to the 
data through the process of triangulation. 
3.9.5 Confirmability  
Using multiple sources of data confirmed the findings of this study. I was able to ensure 
that the data supported the analysis and interpretation of the findings by using multiple 
sources (Krefting, 1991).  Shank (2006) purports that confirmability deals with the details 
of the methodology used, whereas De Vos et al. (2005) refer to it as the traditional 
concept of objectivity. These authors therefore ask whether the same findings would be 
concluded in another study, so a variety of sources were used for the literature review 
and research.  
It was important to attend supervision so as to eliminate any biases I might have had.  
Confirmability was maintained throughout by including samples of what was done during 
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data collection, providing findings and conclusions so that an outside person would 
understand the processes followed. 
3.10 ETHICAL RESEARCH PROCESS  
The process followed is outlined thus: Firstly, my proposal was submitted to the Ethics 
Committee of the University.  As proof of their approval of the research I have attached 
Addendum A, showing that my research complies with their ethical considerations. As I 
was going to conduct interviews with teachers at a school that is part of the Gauteng 
Department of Education, I had to receive Ethical clearance from the GDE, which is 
attached in Addendum B.  I then also needed permission from the principal of the 
specific school, as can be seen in Addendum C. Finally, I had to receive permission 
from the teachers themselves to conduct the interviews and that can be found in 
Addendum D.  Concerning the latter, I informed the teachers that they could withdraw 
at any time; they were taking part in the study voluntarily; they were fully informed of the 
research process; their identities would be protected at all times; any information 
provided would be treated as confidential and that they would not be exposed to any act 
of deception or betrayal in the research process or its outcomes.  Confidentiality and 
anonymity were therefore crucial in this process. Pseudonyms have been used and the 
findings of this research will be kept for a period of two years after which it will be 
destroyed.  This also complies with the ethical code of the Health Professional Council, 
to which researchers need to adhere when working in the Health domain (HPCSA, 
2006).  
3.11 SUMMARY  
Using qualitative research provided me with an opportunity to study the experience of 
teachers teaching learners with Down syndrome in greater detail.   The intention of this 
study was to determine whether mainstream schools can accommodate learners with 
Down syndrome. With this goal in mind I used a case study design.  In this chapter the 
research design, as well as paradigm, were discussed in greater detail.     
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Interviews and observations were used for data collection.  Purposive sampling, a 
procedure that involved choosing participants with the qualities that I wanted to 
investigate, were used to identify appropriate participants for the study.  In this chapter, 
themes and categories were identified from their responses.  In the next chapter I will 
discuss the findings of the research, engaging with the literature and then reflect on the 
strengths, limitations and recommendations of this study. 
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CHAPTER FOUR: DATA ANALYSIS AND FINDINGS 
4.1 INTRODUCTION 
As discussed in Chapter one, this enquiry attempted to determine whether learners with 
Down syndrome could be accommodated in mainstream schools. I therefore present 
the findings, whilst considering the literature review.  In this chapter an overview will be 
provided with reference to the background, research question, as well as the aims.  It 
will be followed by the data analysis and findings. Pseudonyms will be used throughout 
this chapter to protect the identity of the learners. 
4.2 THE RESEARCH PROBLEM AND THE PROCESS 
Very few learners who have Down syndrome are being accommodated in mainstream 
schools.  They are usually placed in Special Needs Schools as mainstream schools 
argue that they do not have the facilities, resources or capabilities to accommodate 
these learners (see Chapter Two). The aims and objectives for this study are therefore 
to establish whether learners with Down syndrome can be accommodated in 
mainstream schools. 
4.3 PRESENTATION AND OVERVIEW OF FINDINGS 
Once the thematic analysis was completed, the findings led to the final themes which 
informed each other interrelatedly. From face value it could be concluded that these 
themes could be divided into four main themes. A brief summary of the identified themes 
will follow after which a presentation and discussion of each of these themes will be 
presented. Throughout the discussions, literature will support, confirm or counter the 
findings of this study 
4.3.1 THEME 1: Support from home and school  
There were many indications in the interviews as well as in the literature of Chapter Two 
that support is vital to the placement of learners with Down syndrome in the mainstream 
classroom. The support was indicated in various domains: that of home, school, 
teachers and support networks.  I relooked at the information and used the categories 
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of home and school (inclusive of school, teachers and support networks). The interviews 
were done in Afrikaans, so the findings will be translated for the purposes of this thesis. 
Home support 
Support was a recurring theme across all the interviews. The interviewees mostly spoke 
about the process of accommodating learners with Down syndrome in their school and 
the support received at home was an important aspect they mentioned. 
Participant 1 said: “Dan het ons dit vir haar dit uitgeprint, fotos van haarself uitgeprint, 
en dan het haar ma dit elke aand vir haar gelees” (Then we printed photos, photos of 
herself and then her mother read it to her every night).  The participant said that this is 
something they do with all the Down syndrome learners at their school when they enrol 
at the school, as it assists in grounding them by making the unfamiliar more familiar. 
Participant 1 further spoke of the girl currently in Grade 5: “ Ek dink dis hoekom hulle vir 
Z so baie gestimuleer het.  So Z het goed aangegaan” (I think that is why they stimulated 
Z so much.  So Z did well).  It is important to note that this learner comes from an 
environment which is well-resourced and has a very supportive family and community 
network.  Participant 2 echoed participant one with regards to stimulation “So as die kind 
op ‘n baie hoë gestimuleerde vlak funksioneer, as hulle mooi aanpas, as hulle 
akademies die uitkomste kan bereik, definitief” (So if the child can function at a high 
stimulated level, if they can adapt well, if they can achieve the academic outcomes, 
definitely). Participant 4 further contributed in saying that the child had a: “Baie 
intelligente gesin, so sy het sterk huis omstandighede, wat haar baie goed gehelp het 
en gevoed het met alles” (Very intelligent family, so she has strong family 
circumstances, which helped her a lot and fed her with everything).   
Participant 6 provided insight into how the home environment was prepared to ensure 
sufficient support and stimulation.  
Ons wou hê sy moet mooi praat, sy moet met geld kan werk sodat sy ‘n tipe van 
werk eendag kan hê en onafhankklik as moontlik kan wees.  En toe het ons my 
ouers gevra om om by ons te kom bly, om my te help met haar omdat ek nie 
kon ophou werk nie… ons het gevoel sy het baie stimulasie nodig.  Spraak en 
arbeids en fisio… Ondersteuning van die familie aan ons kant was baie goed. 
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Alles dra by, al die ondersteuning wat ons, my Ma se ondersteuning, die vroeë 
terapie, die, ons bereidheid om haar alles nou in te sit, om vir haar haar 
skoolloopbaan so maklik as moontlik te maak (We wanted her to speak well, 
she must be able to work with money so that she can get some form of job one 
day and be as independent as possible.  And then we asked my parents to come 
and stay with us, to help with her as I couldn’t stop working… we felt she needed 
a lot of stimulation.  Speech and OT and physio. Support from the family on our 
side was very good. Everything adds up, all the support that we, my Mother’s 
support, the early therapy, the, our willingness to put everything into her not, to 
make her school career as easy as possible).  
Roberts, Price and Malkin, (2007) are among researchers who say that early 
intervention and support of children with mild Down syndrome has been well 
documented.   It was fortunate for this study that I could speak to a mother of a learner 
with mild Down syndrome currently in the school (see 2.4.8). This provided a different 
perspective to that of the teachers at the school.  It also placed this child in her current 
context with various angles being explored. 
Another aspect that plays a role is medication; Participant 3 mentions medication: 
En dan is die medikasie ook belangrik.  En as die ouers nie hulle kant bring wat 
dit aanbetref, dat die kindertjies hulle medikasie gebruik nie…As die ouers nie 
100% ondersteun nie, dan gaan dit nie ‘n wen-wen situasie, dan gaan dit nie 
werk nie.  Sulke kinders is duur kindertjies, en nie net duur van medikasie en 
die medici gedeelte nie, maar ouers moet baie, baie hulle kant bring.  Dis 
verskriklik druk op ouers (And then the medication is also important. And if the 
parents don’t do their part concerning that, that the children don’t use their 
medication… If the parents don’t support 100%, then it won’t be a win-win 
situation, then it won’t work.  Such children are expensive children, and not only 
expensive from medication and the medical side of it, but parents need to a lot, 
bring their side a lot.  This aspect was mentioned by only this participant and 
the reason could be that he has had the most experience with learners with mild 
Down syndrome. The aspect of medication was not mentioned by the parents 
and it was not a specific question asked). 
Participant 4 makes an important observation: “As daai kind die regte huishoudelike 
ondersteuning het, die omgewing gepas is, en die onderwyser gepas is ja.  As hy uit ‘n 
baie minder ondersteunende huisomstandighede kom, sal ek sê nee”. (If that child has 
the right circumstances at home, the environment is appropriate, and the teacher is 
appropriate yes.  If he comes from a less supportive home environment, then I shall say 
no). What all the participants mentioned was that support and a conducive environment 
at home assisted the school and made it easier for the child.  Other children with Down 
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syndrome have been placed at the school with less success due the home environment 
not being as supportive as in the case of Z.  
School support 
It was a natural progression to discuss the support from the school, teachers and other 
support networks next. 
Participant 1 stated the following about the little girl currently in Grade 5 who has mild 
Down syndrome “Sy het ‘n voltydse assistant wat nou saam met haar wissel” (She has 
a full-time assistant who now changes classes with her). A comment made about one 
of the other girls was “Dit het moeilik geraak dat sy moes gaan, en die ouers kon nie ‘n 
assistentjie saamstuur wat by haar kan sit en haar oppas nie” (It became difficult that 
she had to go, and the parents could not send an assistant who could sit with her and 
look after her).  Also she stated: “So dit was my eerste jaar met Down-sindroom en toe 
het die hoof van Down-sindroom SA (H) baie by my kom sit en sy het vir my raad gegee” 
(So it was my first year with Down syndrome and then H came to sit with me and she 
gave me advice). Participant 5 said that  
Hierdie skool het geld, hulle het geld om ‘n assistant te betaal, hulle het geld om 
ekstra hulpmiddels te kry, wat sy ookal nodig het.  En ‘n skool soos daai, het nie 
die geld of the fasiliteite of so om dit te doen nie. (This school has money, it has 
money to pay an assistant, it has money to buy additional aids, whatever she 
might need.  And a school like that, does not have the money or the facilities or 
like that to do it) (see 2.4.5). 
Participant 2 elaborated on the assistants: ‘  
Wel, die assistente help baie, dit het ‘n massiewe impak, want soos wat ek sê 
as jy sit met ‘n klas van 28 kinders, 30 kinders, en jy het ‘n kind wat grootste 
gedeelte van die dag onverdeelde aandag moet hê, is dit maar dat jy bietjie van 
jou anders kinders nalaat… dan kan jy jou assistant aanwend om dalk te help 
met knip, en weet, die kleiner goedjies. (Well, the assistants help a lot, it has a 
massive impact, because as I say if you sit with a class of 28 children, 30 
children and you have a child who for the biggest part of the day need undivided 
attention, is it that you leave your other children a bit behind ... then you can use 
your assistant to maybe help with cutting, and know, the smaller things) (see 
2.4.3). 
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Participant 3 further elaborated on the assistants “Jy kan ‘n assistant saam met haar hê 
maar as die assistent  nie absoluut struktuur tipe persoon is nie, gaan dit ook nie werk 
nie” (You can have an assistant with her but if the assistant is not a structured type of 
person then it won’t work either). Participant 2 mentioned “So, dit is ‘n hele span, dit is 
van die hoof, tot die adjunkhoof, tot die departementshoof, en die SPST, almal moet 
inkoop en presies weet hoe gaan ons hierdie doen, hoe gaan ons hierdie aanpak” (So, 
it is a whole team, it is from the principal, to the deputy principal, to the head of 
department, and the SBST, everyone has to buy in and know exactly how we are going 
to do this, how we are going to approach this).  She further gave the following advice ‘  
Ek sal eerste, die emosionele is die belangrikste, dis die fondament bousteen, 
vir enige kind om te floreer op skool.  As die emosionele gerat is, die sosiaal, 
hoe pas ek in, hoe handhaaf ek myself. Ek dink as die kind OK is, die EK, ek is 
Ok, en ek kan dit doen en ek gaan dit doen en sover werk dinge vir my uit dan 
sal die akademiese ook in plek val.  So mens se benadering moet reg wees.  As 
jy daai eerste boustene nie het nie, daai kind, jy kan nie daai kind enigiets leer 
nie, dis onmoontlik, dit is so ‘n gestoei en ‘n gesukkel en ‘n ge-alles die hele 
dag.  So, as daai mooi goed in plek is, en daar het die ouers ‘n baie groot 
aandeel, as daai mooi goed in plek is, dan gaan dit met hulle goed in ‘n 
hoofstroom skool (I will first, the emotional is the most important, it is the 
fundamental building block, for any child to flourish at school. If the emotional is 
geared, the social, how do I fit in, how do I uphold myself.  I think if the child is 
OKAY, the I, I am Okay, and I can do it and I am going to do it and so far, things 
are working out for me, then  the academic will also fall in place.  So, your 
approach has to be right.  If you don’t have those first building blocks, that child, 
you can’t teach that child anything, it is impossible, it is a wrestle and a struggle 
and everything the whole day.  So, if those nice things are in place, and there 
do the parents play a big role and if those nice things are in place, then it will go 
well with them in a mainstream school).  
Studies done by (Bornman, Alant, & Uys, 2008; Zoniou-Sideri & Vlachou, 2006) found 
that teachers currently in South Africa also agree with the above that everything should 
be in place.  They differ though as they believe that is the only benefit of accommodating 
learners with mild Down syndrome in the mainstream classroom and not that there will 
be any academic performance. What can be inferred is that many teachers either do not 
have the know-how or the capacity to take the next step.  Participant 6 reiterated this: 
“As sy nie die ondersteuning het om haar bietjie te anker nie, dan dink ek nie dit sal werk 
nie” (If she doesn’t receive the support to anchor her a bit, then I think it will not work).  
It is thus vital that the appropriate support is given. Borman et al., (2008) also found in 
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their study that the teachers who were willing and who had taught for many years were 
more open to accommodate learners with mild Down syndrome in their classrooms.  
4.3.2 THEME 2: Resources available to the learner  
Some of the resources which were mentioned by the participants in Theme 1, such as 
speech therapy, occupational therapy and physiotherapy are essential to learners in 
their early developmental years. The reason for this is that they are born with various 
physical difficulties and the sooner support is provided, the better the physical prognosis 
when the child becomes older.  
Other resources available were mentioned by Participant 2: “Laat die Down-sindroom 
vereniging betrokke raak. Ek het al baie kursesse by hulle gaan loop.  Ek het met 
arbeidsterapeute gepraat, help my, gee vir my bietjie riglyne” (Let the Down syndrome 
society become involved.  I have attended many of their courses. I have spoken to 
Occupational therapists, help me, give me some guidelines).  Participant 3 said further: 
“Het jy die program gesien op Kwêla, wat ookal, gister, van die Down-sindroom 
kinders?” ( Have you seen the program on Kwêla, whatever, yesterday, about the Down 
Syndrome children?).  Resources can also be organisations and television programmes 
providing valuable information to guide teachers further in the classrooms.  Participant 
1 also demonstrated how she made use of alternative resources when she highlighted 
that in her first year working with a Down-syndrome child, H supported her by giving her 
advice. This lady is the chairman of Down syndrome South Africa, a non-profit 
organisation assisting parents, teachers and the community of children with Down 
syndrome. 
Participant 6 mentioned a resource I have not thought of and that is the value of older 
siblings:  
Sy het hom van kleins af dopgehou, ek het agtergekom toe hy so Graad 2 was, 
en hy sy mondelings oefen … en hy oefen sy mondeling oor en oor, en dan ‘n 
dag of 3 later, gaan staan sy voor die spiel, ag, voor die stoof met kaartjies, 
sommer enige kaartjies wat sy vat, en dan sê sy groot gedeeltes van daai 
mondeling op haar eie op (She observed him from a young age, I realised when 
he was around Grade 2, and he practiced his orals … he practiced the oral over 
and over, and then a day or 3 later, she goes to stand in front of the mirror, in 
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front of the stove with cards, any cards that she takes, and then she says big 
portions of that oral on her own.  
The mother further spoke about the value of an older sibling and that mirroring was a 
great ‘tool’ to be used to teach her daughter as all kids copycat their peers. This child 
shows us the value of resources and the availability of it to guide the parents and child. 
4.3.3 THEME 3: Interaction with teachers, teacher’s assistant and 
peers 
Over the last 20 odd years a number of children with Down syndrome have been placed 
in this school with greater or lesser success (see 2.4.3). As per information provided, 
there is currently a learner with mild Down syndrome in the intermediate phase. A couple 
of the teachers also mentioned two other learners that were placed in the school in the 
last seven years. The teachers usually did the following in class when they knew that a 
learner with Down syndrome would become part of the class.  They would get all the 
kids on the carpet and tell them that children are different in the way they look, behave 
and play.  It does not matter what they look like, they are all children. They would further 
say that sometimes some of the friends might take longer to understand something or 
to do the work and that is also acceptable.  So, the children are ‘briefed’ before the other 
learners join the class.  
Participant 1 said: “En die eerste enetjie het gedragsprobleme gehad … S sit onder haar 
tafel, dit mag nie gebeur nie” (And the first one had behavioural problems … S sat under 
her table, it may not happen). It was also mentioned that she would undress and run 
around the school grounds.  The teacher had to lock the door during periods.  Her family 
circumstances were not good – both her parents worked, so her grandparents brought 
her to school from Johannesburg, so she was tired when she got to school.  Her 
grandparents could also only do so much, so the school decided to ask them to leave 
(see 2.4.5). 
Another little girl was in the school at the same time and she had difficulty walking. 
Participant 1 talks more about her” “So Y was nou weer ‘n ander tipe Down-sindroom.  
Sy was die rustige geaardheid en sy het die lyfie gehad wat, sy het baie gesukkel, sy 
het heup probleme gehad om te loop” (So, Y was now another type of Down syndrome. 
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She was the peaceful personality and she had the body that, she struggled a lot, she 
had hip problems to walk).  She achieved her intellectual potential, but her physical 
challenges became too great and she left the school in Grade 3. Y was also well-loved 
by the other children “Y het sosiaal aangepas, sy het ook haar maatjies gehad en hulle 
het ook vreeslik omgegee vir haar omdat sy meer gestap het.  Saam met haar gestap 
en goedjies vir haar gedra” (Y adapted socially, she also had her friends and they really 
cared about her because she walked more.  Walked with her and carried things for her”.  
She was a follower and relatively quiet in the class. 
Many of the teachers had experience with teaching Z. Participant 1 taught Z for two 
years. She explained “As hulle by ons kom in Graad R dan hou ons hulle maar gewoonlik 
so 2 jaar in Graad R… dan gewoonlik is hulle maar so 2 jaar in Graad 1 ook omdat hulle 
bietjie stadiger leer en dit hang nou maar af” (If they come to us in Grade R then we 
keep them usually two years in Grade R… then usually they are about two years in 
Grade 1 as well because they learn a bit slower but that depends). Her experience of 
the little girl the first year in Grade 1 was that she was very quiet whereas the second 
year in Grade 1 she became more of an extrovert where she conversed, participated 
and was stronger.  The teacher told her that she was her little helper as she knew what 
the teacher wanted and could help explaining it to her other friends. She also liked being 
part of a group. “Hulle het haar altyd deel gemaak van die groepie.  Hulle het haar 
ondersteun, hulle het haar gehelp” (They also made her part of the group. They 
supported her, they helped her).   The teacher had a very good relationship with her to 
such an extent that Z did not want the assistant to help her at all – the teacher had to 
assist. Participant 4 explains it as follows:  
Sy wou niks weet van my assistent nie.  My assistent moes haar nie help nie.  
Ek moes letterlik haar persoonlik help, en my assistent moes die klas oorneem.  
So, sy het ‘n konneksie met my gemaak … Dit hang van jou persoonlikheid af 
(She did not want to know anything from my assistant.  My assistant may not 
help her.  I had to literally help her personally, and my assistant had to take the 
class over. So, she made a connection with me … it depends on your 
personality). 
Emotionally, things changed as well as she was two years older than the other children 
in her classroom.  Z turned 10 in Grade 2 and she became a bit emotional when her 
hormones kicked in. She struggled with socialisation as she was not sure where she fit 
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in.  There were two little girls that she played with at times, but not always. Participant 4 
elaborated: “So, sy het nogal so twee dogtertjies ge’pinpoint’ in die klas, en sy het met 
hulle gespeel, maar ook nie elke pouse nie.  Sy’t party pouses alleen geloop. Sy’t gekies 
wanneer en waar en hoe sy dit wil doen” (So, she pinpointed two little girls in the class 
and played with them, but not even every break. She walked alone during some breaks.  
She chose when and where and how she wanted to do it). She also did not want to do 
groupwork as she was not a huge extrovert and because she could not immediately 
verbalise her ideas, she often kept quiet and to herself (see 2.4.4). 
It was difficult for the teacher in Grade 3 (Participant 5) as it was her first time teaching 
a learner with Down syndrome. Z came to her in the second term only, so it was an 
adjustment for both the learner and the teacher. It took the little girl about six weeks to 
adapt and for her to start participating in class. Z however did not get along with the 
assistant and another assistant came to the class. She also did not want to participate 
in groupwork and that only changed towards the end of the year.   
Maar sy wou toe nou niks weet nie, en dit was Kwartaal 4 se groepwerk wat ek 
so bly was, want toe het sy saamgewerk.  En sy het dit saamgedoen, en sy het 
dit geniet.  En dit was vir haar lekker, en dit was vir die kinders ook lekker dat 
sy dit saam met hulle gedoen het (But she did not want to know, and it was 
Term 4’s group work what I was so happy because then she participated. And 
she did it together and she enjoyed it.  And it was enjoyable for her, and it was 
also nice for the other children that she participated). 
Participant 6 stated that they as a family decided from the start to treat Z the same way 
as the two siblings, which they have done. The children of the family friends did not even 
realise that Z was different until friends of theirs asked about her. For the family it was 
always important to treat her the same way, so that she could become as independent 
as possible as an adult.  All the participants felt that being accommodated in mainstream 
schools were beneficial for both the learner with Down syndrome as well as the rest of 
the class. The specific learner will learn social skills and the rest of the class will realise 
that that child is also a child and not a strange being.  The interaction with different 
children also teaches them social skills, so it is a win-win situation socially. 
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4.3.4 THEME 4: School work: Afrikaans, English and Mathematics 
An aspect that came through all the interviews was that learners with Down syndrome 
are visual learners.  An example was provided when I discussed the first theme.  
Participant 1 stated that their work is on a more elementary level.  
So, as ons klankies sê wat met ‘n “k” begin, kat, en kap en kas dan moes ek vir 
haar die visuelel prentjies ook wys sodat sy kon sien en dan kon hoor. So, jy 
moet maar al die lewens, of leerstyle moet jy met hulle implementer (So, if we 
say sounds that start with a “k” kat, and kap and kas then must I show her the 
visual pictures as well so that she could see and then could hear. So, you have 
to implement all learning styles with them).  
Participant 1 noted that both Y and Z did well in Afrikaans but struggled with 
Mathematics and this was a comment made throughout by all the teachers. They 
struggled more with the abstract subjects even though it was visually explained as well.  
Having said this, both girls wrote basic sentences and work was always adapted for 
them.  If other children wrote five-word sentences, then they wrote three-word sentences 
for example. Everything was adapted for them, even the reading cards where the 
content was reduced, and visual pictures were added so that they could make 
associations to the pictures as they read and that seemed to work. Z had a good memory 
and could remember sounds; she could write sentences and did her speeches with 
confidence. The readers were also adapted to her level and she could read that well. 
Participant 1 also sent a lot of work home for the mother to do with the child, so once 
again parent support and participation was needed for the child to succeed in class. 
Something else the teachers would do is to amend the school report.  Participant 2 
stated:   
Ons noem dit ‘n oop verslag, so ons sal weereens soos ek vir  jou sê, fokus op 
daai kind se sterk punte, wat daai kind se unieke, unieke potensiaal, en ons het 
daarop gefokus en gesê, weet jy wat, as sy sosiaal fantasties is, het ons dit 
absoluut uitgelig in die verslag (We call it an open report, so we will again as I 
tell you, focus on that child’s unique, unique potential and we focused on that 
and said, do you know what, if she is socially fantastic, we focused on that).  
The previous years’ report would always be used as a measure of what the child had 
done and then that would be the starting point for the coming year. Their reports are 
usually also more descriptive and not purely based on marks achieved. All the children 
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have to achieve the outcomes, but learners with Down syndrome do so on a lower level.  
Participant 1 also differentiated between the learners with Down syndrome that the 
school accommodated saying that behaviour, support and the child’s potential all play a 
role in their school achievement. 
Participant 4 gave further information on what they did with the learners with Down 
syndrome during that year:  
Sy wou nie regtig Engels praat nie. Dit was vir haar ‘n groot struikelblok.  En 
Wiskunde.  Jy moet met konkrete voorwerpe gewerk het. Die Engels het sy, 
maar sy wou nie voor die klas praat nie. Sy’t by my kon praat (She did not really 
want to speak English. It was a great challenge to her.  And Mathematics.  You 
have to work with concrete objects. The English she did, but she did not want 
to speak in front of the class.  She came to speak with me). 
It also helped Participant 2 that she knew the Grade 1 syllabus, so she knew what to 
work on and concentrate on (see 2.4.1). Participant 5 also mentioned that Z did not like 
English and as a result did not receive a mark for it. What this participant did was to 
provide extra assistance during breaks to the learners with Down syndrome. The 
common factor was that work had to be amended for the learner to make it more 
applicable to their potential. Abstract concepts such as Mathematics was definitely a 
challenge and all the participants wondered what would happen when the child went to 
further grades and it becomes even more abstract.  It was also needed to lessen the 
workload and work with pictures and other visual aids (see 2.4.2).   
4.4 CONCLUSION 
In this chapter I looked at and discussed the findings of the case study done at Die 
Laerskool Rooihuiskraal.  The following themes were looked at: Support from home and 
school; resources available to the learner; interaction with teachers, teachers’ assistants 
and peers and school work: Afrikaans, English and Mathematics.  The findings also 
linked to the literature review in Chapter 2. I now focus on the recommendations, 
strengths and limitations of this study. 
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CHAPTER FIVE: RECOMMENDATIONS, STRENGTHS AND 
LIMITATIONS 
 
5.1 INTRODUCTION 
Chapter Four presented the findings through a process of thematic analysis. This 
chapter will provide recommendations and suggestions for further research.  Further to 
this, a critical reflection of the study’s strengths and limitations will be discussed.  
5.2 RECOMMENDATIONS  
5.2.1 THEME 1: Support from home and school  
Home: 
The findings in Chapter 4 demonstrated that if the child is supported at home with the 
necessary resources, emotional support as well assistance with homework, etc., the 
transition into a mainstream school is a much smoother process. Heckman (2011) writes 
that the more support is provided to the student at home, the better he/she will perform 
in school. Recommendations are that children with Down syndrome should be 
supported as much as possible, especially in the early years whilst at home as that could 
potentially have a great impact when schooling starts. 
School: 
It was discussed in the previous chapter that support from the teacher’s assistant, the 
teacher, the HOD and the principal had to be a given for a learner with mild Down 
syndrome to have any chance of success in a mainstream school.  All the role players 
need to agree to accommodate the learner and thereafter agree to how they will assist 
the learner in reaching their potential.  Valeo (2008) reiterated that support was needed 
in a study done in Canada where teachers were questioned on the value of support 
within the whole system to learners with special needs. When a learner with mild Down 
syndrome decides to enter a mainstream classroom, all the above systems need to be 
in place and most importantly the attitude of the affected parties should be positive, 
inviting and accommodating. 
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5.2.2 THEME 2: Resources available to the learner  
In this specific case study, the resources available to the three learners discussed 
differed to a greater or lesser extent. Learner S had very little resources whereas learner 
Z was in the fortunate situation where provisions were made from a very young age to 
equip the learner for the future. Landsberg (2016) supports school-family and school-
community partnerships and that should be the recommendation. The different role 
players should not work in isolation but work together to grant the appropriate resources 
to the learner. 
5.2.3 THEME 3: Interaction with teachers, teacher assistants and 
peers 
A person must be able to interact with other individuals and so also the learner with mild 
Down syndrome. An aspect that was addressed in the previous chapter was the 
behaviour and personality of the learner with mild Down syndrome and that it could play 
a crucial role in the adjustment to a school and whether the learner could be 
accommodated in the mainstream classroom or not.  Examples were provided of a 
learner who undressed, ran around the school and did not co-operate at all.  In contrast 
one of the learners is currently in Grade 5 as this learner is more accessible and 
amenable to this learning environment.  Having said this, all learners at one time or 
another will not get along with certain teachers or peers and those instances were also 
mentioned.  It is just a bit more challenging to then accommodate the learner as it takes 
time to adjust and become familiar with someone else.  Interaction is needed but as the 
saying goes: ‘Patience is a virtue’ and it becomes an important factor when interacting 
with learners with Down syndrome.  Peers should be prepared beforehand, the teacher 
as well as teacher’s assistant should ‘fit’ in terms of their personality. Lastly, the learner 
should be given the space (within limits) to interact in a way that is comfortable to them. 
5.2.4 THEME 4: School work: Afrikaans, English and Mathematics 
Most notable is that the work needed to be broken down into smaller chunks, so that the 
learner did not feel overwhelmed.  Another fact that was discussed was that the learner 
was most comfortable in their home language. Learners with Down syndrome really 
struggle to understand abstract concepts and therefore struggled with Mathematics.  It 
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was made easier for them through demonstrations and using visual aids.  With reference 
to learner Z and learner C, the fact that neither experienced behavioural challenges and 
could cope academically, assisted them in their school work.  Learner C had to leave 
the school in Grade 3 as she had physical challenges and could not be accommodated 
in the school anymore. As has been mentioned, learner Z is currently in Grade 5.  This 
learner expressed a wish that she did not want an assistant anymore last year during 
the third term and could cope on her own. As per her mother’s response – there was a 
child in every subject who could assist her when needed.  This refers to the interaction 
between peers and the value of placing learners with different physical and mental 
abilities in the same class.  School work needs to be managed and adapted to the 
learner’s ability and focus should be placed on what the child is interested in.   
5.3 FURTHER RESEARCH TO BE CONDUCTED 
Further research needs to be conducted as this study focused mainly on the Foundation 
Phase. This specific school has had and currently has learners with mild Down 
syndrome in the Intermediate phase and research could be conducted to determine 
whether these learners have benefitted from being accommodated in the mainstream 
classroom, also, if and which challenges were experienced by them.  Research should 
then also be conducted on the next phases namely Senior and FET as international 
research discussed in Chapter Two disputed the notion that learners with mild Down 
syndrome can be accommodated in mainstream schools as they really started struggling 
to keep up with the pace of work in the high school. 
The study should be expanded to previously disadvantaged schools.  This research has 
shown that learners with mild Down syndrome can be accommodated in mainstream 
schools but, the classes are smaller, there is a larger staff complement and the school 
is well-resourced.  This is not always the case in other schools. 
Research should also be conducted to determine the role that medication can play in 
the accommodation of learners with mild Down syndrome in the mainstream classroom.  
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Studies done by Bornman et al., (2008) also showed that the lack of inclusivity could be 
as a result of teachers’ low expectations of goals and expectations for the children and 
a lack of training and this should be explored in more detail. 
5.4 STRENGTHS OF THE RESEARCH 
Strength are regarded as a resource, capacity, skill or advantage. The following 
strengths were found in this study. 
•  I have learnt to become a critical and lifelong learner; 
 
• I learnt the value of doing research; 
 
• If parents are willing to make the effort and provide the necessary resources to 
the child with Down syndrome, the road is made easier; 
 
• If teachers are willing to do a little extra to accommodate these learners, it can 
work; 
 
• It can be a positive experience for all involved as learners who do not have Down 
syndrome learn to accept someone who does not always look like them or work 
at the same pace. 
 
It is also positive to realise that not everyone is the same and that is good as every 
person has their own strengths and personality. 
5.5 LIMITATIONS OF THE RESEARCH 
The research is limited as I could only interview teachers in the Foundation Phase. The 
intention was to interview teachers across the foundation and intermediate phase, but 
the schedules of the teachers in the intermediate phase did not allow that.  The research 
could therefore only focus on learners with Down syndrome in the Foundation Phase. 
Another limitation was that only two of the teachers had experience in teaching more 
than one learner with Down syndrome.   All the other teachers only had experience of 
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the same learner and could therefore not answer questions as to the approach to 
different learners with Down syndrome whether it was behavioural, emotional or 
scholastic. 
Thirdly, the original plan was to consider interviews as well as document reviews.  The 
last-mentioned could not be supplied by the school as they did not keep copies of the 
information and the learner took everything home with them.  I could therefore only rely 
on the interviews and observations done during the interviews. 
The last limitation pertains to me personally.  Having a personal relationship with a family 
member who has Down syndrome made it difficult to always stay impartial during the 
interviews. There were instances where I shared my personal experience with the 
teachers and I only realised that when I started transcribing the interviews. With 
reflection I realised that with this being ‘so close to home’, I was in conversation with the 
participants and not conducting a formal interview. It was also difficult as the school is 
not close to my home and suitable times for the teachers to be interviewed meant that I 
had to make alternative arrangements for my own children. 
5.6 CONCLUSION 
This chapter looked at recommendations and further research to be conducted. It also 
looked at the strengths and limitations of this specific study. This study in its context, 
concluded that with the correct support from all stakeholders, Down syndrome children 
can be accommodated and thrive in mainstream schools.  
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APPENDIX B: Letter of clearance: Gauteng Department of Education 
GAUTENG PROVINCE 
Department: Education 
REPUBLIC OF SOUTH AFRICA 
814141112
GDE RESEARCH APPROVAL LETTER 
Date: 10 July 2018 
Validity of Research 
Approval: 
05 February 2018 — 28 September 2018 
2018/156
Name of Researcher: Van Der Walt T. 
Address of Researcher: 32 Lurgan Road 
Park View 
2193
Telephone Number: 087 808 4902 082 777 4532
Email address: tanya@wealthassure.co.za 
Research Topic: Accommodation of learners with mild down 
syndrome in the mainstream classroom. 
Type of qualification Masters 
Number and type of 
schools: 
One Primary School 
District/s/HO Tshwane South 
RE: APPROVAL IN RESPECT OF REQUEST TO CONDUCT RESEARCH 
This letter serves to indicate that approval is hereby granted to the above-mentioned researcher to 
proceed with research in respect of the study indicated above. The onus rests with the researcher to 
negotiate appropriate and relevant time schedules with the school/s and/or offices involved to conduct 
the research. A separate copy of this letter must be presented to both the School (both Principal and 
SGB) and the District/Head Office Senior Manager confirming that permission has been granted for the 
research to be conducted. 
The following conditions apply to GDE research. The researcher may proceed with the above study 
subject to the conditions listed below being met. Approval may be withdrawn should any of the conditions 
listed below be flouted:
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Office of the Director: Education Research and Knowledge Management 
7th Floor, 17 Simmonds Street, Johannesburg, 2001 Tel: (011) 355 0488 Email: 
Faith.Tshabalala@gauteng.gov.za Website: www.education.gpg.gov.za 
1. The District/Head Office Senior Manager/s concerned must be presented with a copy of this letter that would
indicate that the said researcher/s has/have been granted permission from the Gauteng Department of
Education to conduct the research study.
2. The District/Head Office Senior Manager/s must be approached separately, and jn writing, for
permission to involve District/Head Office Officials in the project.
3. A copy of this letter must be forwarded to the school principal and the chairperson of the School
Governing Body (SGB) that would indicate that the researcher/s have been granted permission from the
Gauteng Department of Education to conduct the research study.
4. A letter/ document that outline the purpose of the research and the anticipated outcomes of such
research must be made available to the principals, SGBs and District/Head Office Senior Managers of the
schools and districts/offices concerned, respectively.
5. The Researcher will make every effort obtain the goodwill and co-operation of all the GDE officials,
principals, and chairpersons of the SGBs, teachers and learners involved. Persons who offer their co-
operation will not receive additional remuneration from the Department while those that opt not to
participate will not be penalised in any way.
6. Research may only be conducted after school hours so that the normal school programme is not interrupted.
The Principal (if at a school) and/or Director (if at a district/head office) must be consulted about an
appropriate time when the researcher/s may carry out their research at the sites that they manage.
7. Research may only commence from the second week of February and must be concluded before the
beginning of the last quarter of the academic year. If incomplete, an amended Research Approval letter may
be requested to conduct research in the following year.
8. Items 6 and 7 will not apply to any research effort being undertaken on behalf of the GDE. Such research
will have been commissioned and be paid for by the Gauteng Department of Education.
9. [t is the researcher's responsibility to obtain written parental consent of all learners that are expected
to participate in the study.
10. The researcher is responsible for supplying and utilising his/her own research resources, such as stationery,
photocopies, transport, faxes and telephones and should not depend on the goodwill of the institutions and/or
the offices visited for supplying such resources.
11. The names of the GDE officials, schools, principals, parents, teachers and learners that participate in the
study may not appear jn the research report without the written consent of each of these individuals and/or
organisations.
12. On completion of the study the researcher/s must supply the Director: Knowledge Management & Research
with one Hard Cover bound and an electronic copy of the research.
13. The researcher may be expected to provide short presentations on the purpose, findings and
recommendations of his/her research to both GDE officials and the schools concerned.
14. Should the researcher have been involved with research at a school and/or a district/head office level, the
Director concerned must also be supplied with a brief summary of the purpose, findings and
recommendations of the research study.
The Gauteng Department of Education wishes you well in this important undertaking and looks forward to
examining the findings of your research study.
Acting CES: Education Research and Knowledge Management 
DATE: 11/07/2018 
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APPENDIX C: Letter of consent from die Laerskool Rooihuiskraal 
 28 September 2017 
TO WHOM IT MAY CONCERN 
 RESEARCH FOR MASTERS  
 Die Laerskool Rooihuiskraal hereby gives permission to Tanya van der Walt (student 
number 909309276) to conduct research at our school for her Masters in Educational 
Psychology.  The research will be conducted through interviews with staff members 
who have taught learners with mild  
Down Syndrome.  The interviews will be conducted outside of school hours over a 
period of a month.  
 Kind regards, 
________________________ 
Mr. F. Maree  
Principal  
Cell:  082 570 7125  
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APPENDIX D: Letter of consent to the participants  
UNIVERSITY OF JOHANNESBURG  
Faculty of Education  
Department of Educational Psychology 
Date: 12 June 2018 
CONSENT FOR PARTICIPANTS 
Accommodation of learners with mild Down Syndrome in the mainstream 
classroom 
I, _________________________________________ (name and surname) hereby 
provide consent for the following: 
1. To be interviewed by Tanya van der Walt
2. For the interview to be audio-recorded
3. To be available, at a later date, if more information is needed
4. To provide documentation used in the classroom if needed
5. To leave the study at any time I feel uncomfortable
Signed at _________________ on ____________________ by 
________________________________ 
______________________________ 
Signature 
____________________________ _______________________ 
Tanya van der Walt Dr H Dunbar-Krige 
Research Student Research supervisor 
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APPENDIX F: INTERVIEW QUESTIONS 
Biographical info
1. How long have you taught at the school?
2. How long have you been in teaching?
3. How many learners with mild Down Syndrome did you teach?
4. What was your experience of working with these learners?
Interview 
5. How can teachers accommodate learners with mild Down Syndrome in the
mainstream classroom?
6. What recommendations can be made to school-based support teams and
teachers to assist them in supporting learners with Down Syndrome in the
mainstream classroom?
Possible supplementary questions 
7. Tell me more about how you accommodated these learners in your class?
a. Did you have different worksheets for them?
b. Did you adapt your teaching style?
c. Did you spend more time with those learners?
d. Did you explain it differently to them?
8. Do you think they adapted socially?
a. Were they part of a group?
b. Did they play with everyone or chose specific learners to play with?
c. What was their interaction with other learners in the classroom?
d. What was their interaction with other learners on the playground?
e. What was their interaction with other learners on the sports fields?
9. Did they experience language difficulties?
10. How did you assist them in that regard?
11. How did you ‘sensitise’ the other children to the child with mild Down Syndrome?
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12. Would you agree that children with mild Down Syndrome should be
accommodated in mainstream classrooms? Why/why not?
13. Do you think that it is realistic to accommodate those learners in the mainstream
classroom? Explain.
14. What, do you think, are the advantages and disadvantages of accommodating
those learners in your class?
15. Do you think that learners with mild Down Syndrome should have a dedicated
teacher’s assistant?
a. If so, every day or can it be a couple of hours per week?
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